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Resumen 
          El presente documento tuvo como objetivo explorar si en los salones de 
clase EFL fueron incluidos los aspectos culturales que hacen parte en la 
enseñanza de un idioma extranjero. Para ser más exactos, el análisis apuntaba 
a encontrar si estos elementos culturales fueron incluidos de manera explícita o 
implícita en dos cursos de inglés como lengua de estudio, y en dos cursos de 
contenido dictados en inglés. Para llevar a cabo el análisis, el proyecto, como 
base de partida, presenta dos preguntas. Primera: en qué medida es incluido de 
manera explícita el componente cultural en la enseñanza de una lengua 
extranjera en las aulas de clase EFL del programa PLI? Además, se está 
incluyendo de manera explícita la C1 de los estudiantes? Segunda pregunta: 
qué tipo de herramientas de enseñanza (físicas y no físicas) lleva el profesor al 
salón de clase para presentar (explícita o implícitamente) los aspectos 
culturales de la L1 y L2. Además, estaban los materiales actualizados, eran 
atractivos para los estudiantes, incluían elementos de la C1 y C2, y fueron 
usados para llevar a cabo análisis contrastivos para desarrollar terceros 
espacios?   
      Para recolectar la información se realizaron entrevistas, observaciones, y se 
tomaron muestras de los materiales de enseñanza. La recolección y posterior 
análisis de datos fue llevada a cabo en conjunción con dos investigadoras de un 
proyecto paralelo que como objetivo también fue explorar el factor cultural en 
las clases EFL. De cualquier forma, en relación a los resultados y la discusión 
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derivada del análisis para el presente trabajo, el autor del mismo se encargó de 
ello.    
     Los resultados de la investigación mostraron que en las clases observadas 
se dieron unas muy interesantes manifestaciones de la cultura propia de los 
estudiantes y de la cultura de estudio. Sin embargo, en gran medida tales 
manifestaciones se dieron de forma implícita. Ahora bien, de acuerdo al criterio 
de evaluación diseñado en la investigación para llevar a cabo el análisis de los 
materiales, se evidenció que de hecho éstos sirvieron como canal para 
presentar el componente cultural. De cualquier manera, se dieron casos en que 
estas herramientas de enseñanza no contenían suficiente información 
relacionada con la cultura de los estudiantes o la cultura de la lengua de estudio 
como para llevar a cabo una actividad completa (con contenido cultural) en el 
salón de clase.          
           
Palabras clave: intercultura, cultura, materiales, implicito y explicito, comparar y 
contrastar, terceros espacios.    
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Abstract 
     The present paper aimed to explore in the EFL language classrooms the 
inclusion of the cultural aspects of teaching a foreign language. Specifically, it 
aimed to determine if such cultural features were explicitly or implicitly included 
in two content-based, and two English as a subject matter courses. In order to 
do this, the project departed from two guiding questions. The first one is: to what 
extent is the cultural aspect of teaching a foreign language explicitly included in 
the EFL classrooms in the PLI program? Besides, is learners‟ C1 explicitly 
included in the EFL classrooms? Second question: What type of teaching tools 
(material and non-material) does the teacher bring into the classroom to present 
(explicitly or implicitly) the L1 and L2 cultural aspects. Besides, are the materials 
updated, engaging, include elements of the C1 and C2, and were they used for 
conducting contrastive analyses for developing thirdness? 
     In order to collect the data interviews and observations were conducted, and 
samples of materials were gathered. As this project was gathering data 
alongside with another bigger project whose target was also to explore the 
cultural factor in EFL classrooms, the collected information was analyzed in 
conjunction with researchers of the parallel project. However, the findings and 
discussion in this project were carried out only by the researcher of this work.     
     The results of the investigation showed that in all the classrooms there were 
very interesting manifestations of learners‟ own culture, and the culture of the 
target language. Nevertheless, in a large degree such manifestations were 
implicit. Moreover, according to the criteria designed in the project for the 
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analysis of the materials, it was evidenced that they actually served as a 
channel to present culture. However, in certain cases these tools by themselves 
did not contain enough information in terms of learners‟ own and target culture 
for carrying on a complete task (with cultural content) in a lesson. 
 
Key words: interculture, culture, materials, implicit y explicit, comparing y 
contrasting, third spaces.    
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INTRODUCTION 
 
 
 
     Departing from my interest in exploring other cultures, the culture of the 
language I study, and the experiences I had learning languages, I wanted to 
take a deep look at the way culture provides one of the pieces of the puzzle in 
the process of accessing to other tongue. Hence, in taking that journey I got to 
this project whose principal aim was to shed light in the way culture was 
included in foreign language scenarios. In doing so, in the first section of this 
paper it will be explained the reason to give birth to this project. Thereafter, I will 
display the research questions that guided this investigation, the theoretical 
framework for supporting the research, and the methodology to follow. Such 
methodology is based on qualitative principles. This section contains the 
context, the participants, researcher‟s profile, the data collection methods, and 
the data analysis. To continue, in the findings and discussion section the 
findings were confronted with the ideas stated in the theoretical framework. 
Consequently, the pedagogical implications, the recommendations, the 
suggestions for further research, the difficulties in conducting the study, and the 
conclusions derived from the confrontation of the findings and the theory will be 
presented.  
 
  
 
 
 
11 
 
In order to understand and perceive others one first needs to understand oneself 
Claudia Finkbeiner 
1. STATEMENT OF THE PROBLEM 
 
 
     Building awareness among English as a Foreign Language (EFL) teachers 
about the explicit inclusion of the cultural component in the EFL classroom as 
the main puzzle piece in the development of the sociolinguistic competence, is a 
vital factor in language teaching. Hence, as it is stated in the Common European 
Framework of Reference (CEFR, 2001) section 5.2.2 the “sociolinguistic 
competence is concerned with the knowledge and skills required to deal with the 
social dimension of language use. As was remarked with regard to sociocultural 
competence, since language is a sociocultural phenomenon, much of what is 
contained in the Framework, particularly in respect of the sociocultural, is of 
relevance to sociolinguistic competence” (p. 118). The previous statement in the 
CEFR (2001) in relation to sociocultural skills serve as an example of the 
relevance the cultural component has when teaching a foreign language. 
    In depth, for the Colombian case, as a good example we have what the 
Colombian Ministry of Education (MEN) is intending with its project called “Plan 
Nacional de Bilingüismo” (PNB) whose aim is to develop in every public school 
and high-school in the country bilingual students in Spanish and English. In 
order to accomplish that purpose the MEN bases its standards for teaching 
English in the CEFR. Hence, since it is in the public universities that the majority 
of future English teachers are being formed, it should be noted whether and how 
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the cultural component (which is the bridge to gain sociolinguistic competencies) 
is included in the EFL university classrooms.   
     In this regard, many researchers around the world have published conceptual 
works and carried on research about the relevance of culture in the EFL 
classrooms. To illustrate, based on ethnographic language studies, Buttjes 
(1990) conceptualizes five aspects of why language and culture are intrinsically 
connected. First, language acquisition is different for each culture. Second, 
language use in social contexts adapts the individual to the society. Third, 
children‟s utterances are shaped by social values. Fourth, in first place 
caregivers pay attention to the transmission of socio-cultural knowledge and 
then grammatical input. Fifth, while acquiring language, the native learner also 
acquires the kinesthetic and paralinguistic patterns of the culture.  
 
     Furthermore, in Brown‟s (1990) work it is stated that the use of language is 
characterized by social values and those values are implicit in culture. That is 
reinforced by the studies done by Nashida (1985), Diggs & Murphy (1991), 
Gudykunst (1991), Yashima & Viswat (1991, 1993) and Yashima & Tanaka 
(1996) who suggest that linguistic proficiency and cultural adjustment -in this 
case not cultural adjustment, but culture tolerance (since we are focused on an 
EFL context) are reciprocal to each other. Besides, to present valuable evidence 
of the reasons why culture should be an intrinsic part of the language teaching 
syllabus, Halliday (1979) and halliday and Hasan (1984) state that “the social 
structure is not just an ornamental background to linguistic interaction… it is an 
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essential element in the evolution of semantic systems and semantic 
processes”. 
     In other words, what Halliday (1979) and halliday and Hasan (1984) are 
communicating is that languages exists because of culture, not the other way 
around. Languages “were born” in order to give the people of a given culture 
means for sharing values, beliefs, thoughts etc. Thus, it is evidenced the intrinsic 
connection between language and culture. Finally, with regard to culture, 
Bhabha (1994) through his theory of “third spaces” sets an important concept to 
develop in EFL teaching and learning. Bhabha (1994) theory shows us the 
individual internal process when learning a second/foreign language in a context 
far related to the central English speaking countries (U.S.A. Australia, New 
Zeeland, Canada, and G.B.) such as the Colombian case. Bhabha‟s (1994) 
“third space” refers to the encounter of the C1 (learners‟ own culture) and C2 
(target culture) that makes that individual set aside and adopt aspects of both 
cultures. In other words, “Thirdness” causes the person to move to a “third 
place” or alternative place in which neither the C1 nor the C2 are the most 
relevant but the source for the individual to develop an alternative cultural 
behavior (third place). As English (2002) states: 'Third' is used to denote the 
place where negotiation takes place, where identity is constructed and re-
constructed, where life in all its ambiguity is played out”. In simple words, the 
learners develop a new cultural perspective that is not bound either to the C1 or 
C2.  
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2. PURPOSE OF THE STUDY 
 
     The application of this research project takes place in the Pedagogía en 
Lengua Inglesa (PLI) courses at Universidad de Ciencias Tecnológicas (UCT). 
In depth, the aim of this project is to observe two important culturally related 
issues in EFL classrooms. The first issue is to explore if the cultural component 
is explicitly integrated into the courses of an English Language Teaching 
Program. In this sense it is valuable to highlight that in the PLI program the 
cultural component is not made explicit. Nevertheless, it seems to be 
embedded. To illustrate, we find the following description in the professional 
profile of the English-language teacher in the PLI program: “La formación 
profesional del licenciado en inglés como lengua extranjera la constituye el 
conocimiento de la lengua inglesa, en especial el componente comunicativo …” 
(PLI, 2006). Hence, what we perceive here is how valuable an investigation in 
the PLI program can be since the apparently lack of emphasis or explicit 
inclusion of cultural aspects in teaching a given language has been shown.   
     The Second issue to observe is if the materials used by the teachers in the 
English as a subject matter classrooms (ESM) and the content-based classes 
are presenting any cultural manifestation of either the C1 or the C2, or both 
simultaneously. Hence, in the case one of the previous variables is taking place, 
we also want to see if the cultural component is presented in an explicit way by 
the teachers via materials. As it has been stated before, since the MEN is 
requiring from the English teachers the use of the standards presented in the 
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brochure “Formar en lenguas extranjeras: ¡el reto!” MEN (2006) the need to 
analyze the materials (which are the conduit through which the teachers make 
the learners come in contact with the language of study) is felt, since it is 
through teacher‟s instruction and the tools and its cultural content that the 
sociolinguistic competence is developed.  
          From the above it is evidenced the urgent necessity of investigating how 
culture is presented in the PLI program. As stated before, the only way of 
breaking down stereotypes, building cultural and cross-cultural understanding 
and developing the sociolinguistic competence is becoming aware of what 
differentiate our language and culture form others‟ languages and culture.   
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3. RESEARCH QUESTIONS 
 
 
 
     This qualitative study is led by the following questions: 
     * To what extent is the cultural aspect (the C1 and C2) of teaching a foreign 
language explicitly included in the EFL classrooms in the PLI program? 
     * What type of teaching tools (material and non-material) do teachers bring 
into the classroom to present explicitly the L1 and L2 cultural aspects; Besides, 
are the materials updated, engaging, include elements of the C1 and C2, and 
were they used for conducting contrastive analyses for developing thirdness? 
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4. GLOSSARY OF DEFINITIONS 
 
 
     Contrastive and comparing analysis refers to the idea of contrasting and 
comparing cultural elements of the L1 and L2 in order to find similarities and 
differences from one culture to the other.  
     Cross-culture / interculture refers to the process in which native speakers 
from two or more different languages meet and share explicitly or implicitly 
knowledge of their cultures. 
     Cultural adjustment is when an individual acquires or incorporates in his 
schema features of the cultural context he/she is involved in. Such features 
serve the individual to behave properly according to the cultural context 
characteristics. 
     Culture tolerance is when an individual is open to the manifestations of 
other cultures without generating any sense of rejection or negative judgment.   
     Intuitions refer to the development of a state of awareness about the cultural 
implications of learning second language. 
     Multiculture refers to the coexistence of people (that come from different 
backgrounds and ethnicities) in a specific city, region, or country. That is to say 
that people from different cultural backgrounds live in the same place. 
     Thirdness is the process of moving to a “third place” or alternative place in 
which neither the C1 nor the C2 are the most relevant but the source for the 
individual to develop an alternative cultural behavior (thirdness). 
 
 
18 
 
5. THEORETICAL FRAMEWORK 
 
5.1 Definition of Culture 
 
     Before concentrating on the definition of culture for this paper, I would like to 
bring into the discussion the words of Finkbeiner (2006) who claims that the 
process of acculturation, or becoming the member of a given culture (for our 
case the Colombian culture) depends on the influence of society, that is to say 
family members, colleagues, peers, and friends. In addition, the author also 
suggests that the acculturation process is characterized by being uneven, 
dynamic, and for being in a continuum. Finkbeiner (2006) states that this 
process takes place from the very moment of conception, the fetal stages, birth, 
life on earth, and finally death.  
 
     Now, after having presented the words of Finkbeiner (2006) I am going to 
present three perspectives of culture that gathered together support each other 
in the endeavor of giving the reader the perspective of culture that I am taking. 
Thus, the first two are secondary definitions of the third one that is giving the 
core idea of culture for this study.  
 
     The first secondary definition is the one presented by Saville-Troike (1975) in 
which she divides the concept of culture into two aspects, the “material” or 
observable manifestations of culture such as paintings, constructions, 
monuments, behavior, literature, customs etc, and the “non-material” or non 
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observable manifestations of culture such as political ideas, ideologies, sense of 
love, passion, etc.  
 
     In the second secondary definition I present Adaskov, Britten & Fashi (1990, 
p.p. 3-4) who divide the definition of culture into four aspects, the aesthetic, 
sociological, semantic, and pragmatic. The aesthetic aspect relates to cinema, 
literature, music, and media. The sociological relates to the organization and 
nature of family, interpersonal relations, customs, and material conditions. The 
semantic relates to the whole conceptualization system which talks about 
people‟s perceptions of what surrounds them and their thought processes. The 
pragmatic relates to the background knowledge, social and paralinguistic skills, 
and language code which are necessary for successful communication. 
 
     The previous ssecondary definitions are tied to the following definition which 
is the core idea of culture in the study. The current research aligns with the 
vision of culture presented by Cortazzi & Jin‟s (1999) work in which they state 
that “…Culture can be seen as the framework of assumptions, ideas and beliefs 
that are used to interpret other people‟s actions, words and patterns of thinking.” 
Cortazzi & Jin (1999) continue explaining that the previous statement in the field 
of teaching languages should be treated carefully. Thus, Cortazzi & Jin  (1999) 
suggest that EFL learners should raise awareness of the distinctive 
characteristics between their C1 and C2. If this is not the case, Cortazzi & Jin 
(1999) explain, it is likely that the learners will interpret the linguistic code of the 
L2 through the lens of their C1, which can cause loss of meaning and 
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misunderstandings because of different cultural assumptions. This is why 
including culture teaching in the EFL classrooms is important. 
      
5.2 Culture and Language Teaching 
   
     Cruz (2007) explains that in foreign language learning scenarios, people 
commonly have the tendency to believe that their own culture is the only right 
way of looking at the world. Consequently, Cruz (2007) explains that learners 
incorporate the L2 into their C1 without being aware of the different cultural 
implications involved. Often, neither teachers nor learners are aware of the 
cultural implications of learning a foreign language (Cruz, 2007).  
 
     In that sense, in order to highlight the importance of making explicit in the 
classroom the cultural component, it is pertinent to mention the theory of 
scholars such as Edward Spair. As a linguist he and other scholars conducted a 
number of studies on the structure of Amerindian languages. In those studies it 
was evidenced the complexity of the connection among thought, abstract 
notions and language. Derived from that finding Edward Spair made evident on 
the 20‟s that language and culture cannot be studied separately because 
language is the via through which people represents their experiences and their 
understanding of all what surrounds them.  
      In relation with Spair‟s study, Volosinov (1973) expresses that “the actual 
reality of language-speech is not the abstract system of linguistic forms, not the 
isolated monologic utterance, and not the psycho-physiological act of its 
implementation, but the social event of verbal interaction implemented in an 
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utterance or utterances.” Supporting Volosinov´s (1973) statement in the EFL 
pedagogy, Risager (1991) recommends that learners from the very beginning of 
the process of learning languages should be involved in real life communicative 
situations in which they use language meaningfully and not passively just 
learning grammar in an isolated way.  
 
     Besides, it is necessary for the learners to be aware of the cultural 
implications of using the language because at the moment of interacting with 
native speakers of a given culture there are cultural references and views that 
are implicit in the act of communication. As Tang (1999) says, a person learning 
a given language is not just getting knowledge of the linguistic aspects of the 
target language but also getting knowledge of both all what is related to the 
country or countries of that language, and all the conceptions of what is 
beautiful, romantic, good and bad, relevant and irrelevant, polite and impolite, 
and so on, that are implicit in the target culture.  
 
     In this regard Roberts (2009) presents an example of how job interviews in 
the United Kingdom were affected in its development by the differences in 
register due to cultural differences among the interviewer (U.K. native speaker 
influenced by the cosmology of the capitalism) and the interviewee (foreign 
speaker). To illustrate, an interviewee from Poland (who was influenced by the 
cosmology of the socialist world) structured his sentences introducing them with 
the pronoun WE instead of I. In other cases the interviewee stated the things a 
good worker SHOULD accomplish in his/her work. What Roberts (2009) found 
was that such sentence constructions caused misunderstanding in the interview 
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and other problematic issues such as the repetition of the same questions and 
constant interruptions.  
 
     To continue, applied linguists such as Halliday (1975) express the 
importance for learners to gain pragmatic understanding of language use for 
being more effective in communication. Brown (1990) also explains from a 
sociolinguistic perspective that the use of language is portrayed by social 
values, and those values are implicit to culture. In that sense Alptekin (2002) 
says that “learning a foreign language becomes a kind of enculturation, where 
one acquires new cultural frames of reference and a new world view, reflecting 
those of the target language culture and its speakers”. Alptekin‟s (2002) concept 
is strongly valuable because it sheds light on an issue that not many 
researchers have addressed. In other words, Alptekin (2002) is stating that while 
learning a new language the learner is also acquiring pieces of the other culture, 
enriching in this way her/his schemata.  
 
     In addition, departing from ethnographic studies, Buttjes (1990) points out 
five aspects of why language and culture are intrinsically connected. First, 
language acquisition is different for each culture. That is to say that in each 
language the linguistic features are acquired at different times or stages. 
Second, language use in social contexts adapts the individual to the society. 
Third, children‟s utterances are shaped by social values. Fourth, in first place 
caregivers pay attention to the transmission of socio-cultural knowledge and 
then grammatical input. Fifth, while acquiring language, the native learner also 
acquires the kinesics and paralinguistic (gesturing, proximity, body movement, 
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etc.) patterns of the culture. Buttjes (1990, p.55) also presents two concepts 
referring to the differences between first and second culture acquisition. First, 
language codes have to be taught in reference to the culture they belong to in 
the sense that socio-cultural transmission works according to every single 
culture. To illustrate, there are cases such as the cultural discourse of textbooks 
(Kramsch, 1988), the contents of language exercises, and the teacher‟s 
attitudes towards the target culture. Second, language teachers have to be 
aware of the intercultural issues that foreign language (FL) learners face. It 
means that the teacher has to focus on both the learners‟ linguistic output and 
the intercultural experiences the students are going through. 
 
     Furthermore, Kramsch, Cain, and Murphy-Lejeune (1996) state three points 
to support the proposition of the explicit inclusion of culture in the EFL 
classrooms. Those three points are: First, culture should be taught explicitly, 
because it is so complex as well as communication and language teaching. 
Second, if culture is explicit in language teaching it will be easy to avoid 
stereotyping. Third, if culture is explicitly included in the curriculum it will 
facilitate teacher‟s work and student‟s process of learning.  
     Now, with regards Kramsch, Cain, and Murphy-Lejeune (1996) second 
proposition, the words by Samaca (2002) serve to illustrate that point. In this 
sense Samaca (2002) states that the individual through the lens of his own 
culture tends to have extremely simple views of how the other culture is; that is 
to say other people‟s cultural manifestations. The author also explains that the 
fact of looking through our own cultural lens, which makes us see exaggerated 
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cultural differences, builds in us stereotyped visions of others. This comes from 
that fact that culture implants in people a specific vision of the world that 
normally makes in every individual build stereotypical frames about its own and 
foreign cultures. In addition, those stereotypical frames derive from the sense of 
belonging to the same community or region/country, and shared language 
(Kramsch, 1998).  
    To continue, Cruz (2007) adds that stereotypes commonly have the tendency 
to be negative. As he states it, such negative view is the result of having in mind 
just a minimum of characteristics that identify the other culture. However, 
stereotypes can be positively used to help the learner get to know the other 
culture by analyzing the stereotypes and discovering that it is necessary to go 
beyond those simplified visions.  
 
     To continue, Seelye (1984) presents seven points to be developed in relation 
to the development of skills in culture. Those skills are the sense of functionality 
of culturally conditional behavior, interaction of language and social values, 
conventional behavior in social situations, cultural connotations of words and 
phrases, evaluating statements about society, researching another culture and 
attitudes toward other cultures.  
 
     In sum, as Buttjes (2007) states, if there is a lack of the explicit inclusion of 
the cultural component in the classroom teachers would be failing in providing 
space in the classroom for the learner to develop their sociolinguistic and 
pragmatic competences. In that sense, Roberts et al. (2001) and Kramsch 
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(2002) state that if there is no sociolinguistic competence we may not be 
“intercultural speakers”, but just speakers of a language. 
 
5.3 One approach to teaching culture in the EFL classroom  
(Comparing & contrastive analysis) 
 
     In order to set an adequate scenario for the development of the cultural 
component in the classroom, Byram (1998 as cited by de Mejía 2002 in Cruz 
2007) suggests that teachers lead a contrastive analysis to see how different 
cultures are expressed. The term contrastive analysis refers to the idea of 
contrasting cultural elements of the L1 and L2 in order to find similarities and 
differences from one culture to the other.  
 
     That analysis is in order to put into question what is taken for granted 
regarding cultural issues (that is to say preconceptions and stereotypes about 
the C1 and the C2 from the perspective of the learner) and also for teachers to 
build “intercultural speakers intuitions” (p 113). We refer to intuitions to the 
process of becoming sensitive to other cultures and ideas without the necessity 
of carrying on a deep and academic analysis of the reasons for caring about 
others‟ cultural manifestations. 
 
     Regarding Mejia‟s proposition (2002) in relation to the inclusion of a 
comparative and contrastive analysis in EFL teaching, it is pertinent to mention 
Valdés‟ (1986) work that enriched the teaching of culture by introducing an 
interpreting approach addressed to gain cross-cultural understanding which is 
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achieved through the process of doing comparisons and contrasts with the 
cultures involved in the process of learning a foreign language.  
 
     For giving a broad perspective related to linguistic and sociolinguistic issues 
when comparing and contrasting (Valdés, 1986), in his conceptual work Baker 
(2003) cites Dunnet et al.‟s (1986) paper (carried out in Thailand) in which they 
name six characteristics for learners and teachers to be familiar with in the 
process stated by Valdés (1986): (1) Languages cannot be translated word-for-
word due to idiomatic expressions and implicatures. (2) The tone of a speaker's 
voice (the intonation pattern) carries meaning. While the Thai language is tonal 
the English language is not. (3) Each language-culture employs gestures and 
body movements which convey meaning. Between the English and the Thai 
context there are certain aspects that vary either at a great or minimum rate. 
(4)…languages use different grammatical elements for describing all parts of the 
physical world. Thai and English grammar differ in structure. (5) All cultures 
have taboo topics. Thai speakers shift to familiar matters quicker than native 
English speakers. (6) In personal relationships, the terms for addressing people 
vary considerably among languages. While Thais take into account the age 
factor, native English speakers do not. (Dunnet et al.‟s, 1986, 148-149). 
 
     From the above it is evidenced that culture is an intrinsic component in 
language learning and teaching. Hence, culture should have the same 
importance, and be treated equally in the English syllabus as grammar and 
vocabulary does. In addition, Kramsch (1991) says that in second and foreign 
language teaching the target language and the target culture have to be taught 
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at the same pace in order to make the learning process of the target language 
more reliable. Valdés (1990, 20) supports the previous idea by stating that 
culture lessons in most cases facilitate the learning process. In addition, through 
an investigation in a Thai university, Prodromou (1992) found that more than the 
50% of the learners displayed interest in getting knowledge about the native 
culture of English, and that the higher the proficiency level of learners, the 
greater the importance given to learn about culture.  
     Besides, in another study in the same university, Baker (2003) discovered 
that around 80% of the learners displayed an interest in learning English for 
either communicating with English native speakers or getting knowledge of the 
English culture. Finally, Timmis (2002) in a survey presents that the majority of 
learners in many countries stated the desire of communicating using native 
speaker norms. 
  
     Following the same line, in Colombia Cruz (2007) presents valuable findings 
in relation to the implementation of culture in an explicit way in the language 
classroom, allowing in this way the space for comparing and contrastive 
analyses that aimed to describe and not judge the cultures involved in the EFL 
classroom. To illustrate, Cruz‟s (2007) findings show that in the participants a 
positive change of attitude towards the C2 was evidenced. The learners said 
that while discovering new aspects of the C2 they changed their initial opinions 
(that were very stereotyped). The participants also expressed that they realized 
that there are people that behave and think differently.  
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     From the above it was made evident that the learners took an open-minded 
perspective towards the target culture (Brown 1994). Another participant in 
Cruz‟s (2007) study expressed that she realized the fact that in other countries 
people have behaviors that for Colombians could look strange but for the people 
of those countries those behaviors are quite normal. It was also found that the 
participants felt indentified with certain aspects of the C2 and wanted to 
research on certain issues of the C2 that were attractive for them. In this sense 
the findings also showed that the students developed a desire to change some 
aspects of their C1 that were not as good as in the C2. To illustrate, one of the 
participants expressed that the against the clock culture of the Anglophone 
countries is something that contrasts with the Colombian culture in which people 
waste too much time.  
        It is because of the findings presented above that it is remarked the 
importance of researching about and including explicitly and implicitly cultural 
issues in the classroom. In this sense, in order to achieve cross-cultural 
understanding via comparing and contrastive analyses Peterson and Coltrane 
(2003) suggest the use of materials such as textbooks, native informants, 
audiotaped and videotaped interviews, culture capsules, culture clusters, role 
plays, films, new broadcasts, television shows, web sites, photographs, 
magazines, newspapers, restaurant menus, travel brochures and literature can 
be adapted to the English level of the learner.  
 
     Brooks (1975) goes in depth suggesting that the materials to teach culture in 
the EFL classroom should present the perspectives that the people of the target 
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culture have in relation to symbolism, values, authority, order, ceremony, love, 
honor, humor, beauty, and spirit. Additionally, Brooks (1975) recommends that 
alongside the study of the issues presented before, the analysis of the learner‟s 
own life style, uniqueness, common sense, religion, and family values that are in 
contrast with those of the target culture should also be included. The contrastive 
analysis between learners‟ C1 and the C2 is in order to build awareness about 
the similarities and differences between cultures.  
 
     Finally, Lessard-Clouston (2009) summarizes in four points the main 
guidelines to take into account when teaching culture in EFL classrooms. To 
begin with, (1) regarding goals in FL teaching, there are three aspects to 
develop. First, knowledge about the FL culture. Second, the mastering of 
sociolinguistic and pragmatic skills of the FL culture. Third, understanding of the 
evolving characteristics of cultures. To continue, the second point is regarding 
(2) Methodology. The teaching of culture should not be implicit but explicit in the 
curriculum. Third, regarding  (3) evaluation. Culture learning assessment builds 
student‟s awareness of their understanding of the FL culture. Besides culture 
learning assessment provides teachers with a tool of support in their teaching. 
Finally, regarding (4) cultural diversity. The pluriculturalism of the classrooms 
are a tool to include in teaching. Multicultural diversity in FL teaching also 
provides the opportunity of breaking down false ideas and concepts of other 
cultures, enabling, at the same time, a healthy intercultural communication.  
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     Based on the four points presented above, it is evident that in the EFL 
classrooms the term intercultural or cross-cultural communication should be 
contrasted with that of multicultural communication. In this sense, Kramsch‟s 
(….) words are of interest for the case of the contact between learners‟ C1 and 
C2 in the process of learning a foreign language. In her works about cultural 
issues in the EFL classrooms Kramsch (….) explains that the terms “cross-
cultural” or “intercultural” aim to picture the probable cultural shock when two 
languages or cultures from different countries meet. According to Kramsch (….) 
the term “multicultural communication” works in four ways. First, it refers to the 
communication carried out by people that share the same national language but 
that differ in terms of ethnic group, and social and gendered cultures. Second, 
the term refers to the meeting between minority and dominant cultures in 
relation to bilingual and bicultural issues. Third, the term is used in a societal 
sense to show the coexistence among people that come from different 
backgrounds and ethnicities. Fourth, the term is used in an individual sense to 
describe the people that come from various discourse communities, issue that 
allows those people to gain both a sense of belonging to different cultures and 
an ability to manipulate the language in multiple ways. The previous is because 
of those people‟s appropriate linguistic resources and social strategies. 
 
     Now, derived from all stated above, a possible outcome of teaching culture 
through contrastive analysis is the emergence of what Kramsch (….) labels as 
“third place”. This theory is divorced from the stereotypical notions of culture. 
She instead suggests that the learner, through the process of analysis of his/her 
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own culture and the target one will develop an endowment of beliefs, values and 
thoughts that go in accordance to the learner vision of the world. What this 
means is that learners‟ cultural endowment is enriched by the influx of two 
cultures, resulting in the development of a learners‟ new own culture (third 
place). In other words, learners will not be anymore either in the “first place” 
which is their own culture or in the “second place” which is the understanding of 
the values and meanings of the target culture.  
 
     Bhabha (1994, 25) explains this process in other terms. He states that the 
process of getting in a third place or Thirdness (as he has labeled in the recent 
years) is “the negotiation of contradictory and antagonistic instances that open 
up hybrid sites and objectives of struggle”. We see here that the author sees the 
process much as a struggle or “battle” instead, not as Kramsch (….) who 
envisions it as a much more “peaceful” process in which the learner enriches his 
cultural baggage. However, despite the apparent struggle between the ideas 
they point to the same idea, the development of a “C3” or thirdness.  
     To continue Kramsch and Sullivan (1996) argue that if the “third place” is 
achieved by learners, they will be able to communicate successfully without 
much trouble with native English speakers, and “will no longer be seen as trying 
to be pseudo-English native speakers (NS) but as speakers in their own right” 
(Baker 2002).  
 
     In this regard, Medgyes (1999) states the importance of bilingual teachers 
(instead of a monolingual one) in contexts such as the Thai (for our case, the 
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Colombian context) which are far related to the central English speaking 
countries (United Kingdom, United States, Australia, and Canada). Kramsch 
(1993) suggests four characteristics in culture teaching according to the above. 
In first place she recommends the establishing of a sphere of interculturality. 
That is contrasting and comparing in an analytical way the C1 and C2. To 
continue, Kramsh (1993) talks about teaching culture as an interpersonal 
process. This refers to the importance of looking for insights of foreign people 
values and attitudes, and not remaining just in cultural facts. In third place, she 
suggests the teaching culture as difference. It means that apart of national traits, 
factors such as age, race, gender, and social class should be included. Finally, 
the researcher presents the forth characteristic that is crossing disciplinary 
boundaries. Here it is said that teachers should also be able to provide input 
about social sciences.  
 
     To conclude, in order to sum the idea of how culture should be taught in EFL 
scenarios, Lange & Lange (1984), Kramsch (1993) and Seelye (1994) 
summarize into three points all what the teaching of culture implies. Those three 
points are the learners‟ exploration of their own culture, the discovery of the 
relationship between language and culture and the learning of heuristics for 
analyzing and comparing cultures. These three points condense Seelye‟s (1984) 
work in which he states seven points for the learners to develop their cultural 
awareness when learning the target language. First, the sense or functionality of 
culturally conditioned behavior. Second, interaction of language and social 
values. Third, conventional behavior in social situations. Four, cultural 
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connotations of words and phrases. Fifth, evaluating statements about society. 
Sixth, researching another culture. Seventh, attitudes towards other cultures.  
 
5.4 Materials in the EFL classroom that develop intercultural intuitions    
 
 
     In order to make reliable the process of comparing and contrasting, teachers 
not only have to bear in mind the explicit inclusion of the C1 and C2, but also 
what the materials or teaching tools are that best permit carrying on such a task. 
In this regard, for having a clear perspective of the way the materials have been 
approached by language teachers in the last years and how that approach can 
be turn into a more practical one for the necessities in developing intercultural 
awareness and skills, here is included, as point of departure a discussion Paricio 
(2004) presented in his work “Dimensión Intercultural en la Enseñanza de las 
Lenguas y Formación del Profesorado”. Therefore, in order to give support to 
Paricio (2004) in her discussion dealing with culture through the analysis of 
texts, it is presented Robatjazi (2008) work. This author goes in depth in the 
discussion of the texts as the medium to present culture. Finally, going beyond 
the use of texts it is included the work by Usó-Juan and Martinez-Flor (2008) in 
which the use of materials different from texts, text books, or printed material (off 
course the authors include these materials, but they also work on many others 
such as videos, audio tapes, etc) is discussed. 
     To give a start to this discussion about materials we depart from Paricio‟s 
(2004) work which begins stating that in the last years in language classrooms 
the use of authentic documents (in her discussion Paricio, (2004) is only 
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concentrated on printed materials), or in most of the cases materials that appear 
to be authentic (but they are not) have permitted to give a space for cultural 
manifestations which principal aim was to present communicative situations that 
are more likely to happen in foreign scenarios, that is to say in the country where 
the language of study has its origin.  
 
     Paricio (2004) continues his discussion stating that such materials did not 
allow the learners to develop a reflective perspective about the socio-cultural 
reality of the C2. In addition, the acquisition of a critical approach towards the 
relativization of the cultural differences was another failure in the material 
analyzed by the author. However, it must be stated that in these materials the 
students were kind of introduced to the L2 socio-cultural context. Nevertheless, 
such approximation made not part of the curriculum; instead the presentation of 
culture (taken as the mere acquisition of information related to the C2 for 
communicative purposes) relied on the will of the teachers. In this sense, Paricio 
(2004) suggests that the current approach in terms of interculturality has to be 
redesigned, if it is the case of taking an intercultural view in the language 
classroom.  
 
     Thus, Paricio (2004) suggests that it would be of capital importance training 
the teachers in the development of a critical perspective towards textbooks, and 
curricular materials; all in order to have in the language classroom a series of 
proper teaching tools (materials) that allow the development of the cultural 
dimension in the language lessons. This critical perspective the teachers are to 
gain, as Paricio (2004) suggests, aims to facilitate the analysis of materials in 
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the following characteristics. How up-dated and representative the information 
is, to what extent the materials present a real and complete perspective of the 
culture of study, and to what extent the inner plurality of the cultures studied is 
also presented. Now, in addition to the analysis of the characteristics presented 
before, the teachers also have to be able to make or teach the learners take a 
position in which they approach the texts in a critical way when they present a 
closed perspective (almost stereotyped) of the C2. In this perspective the 
learners are to take (based on teachers‟ guidance) it is capital the analysis of 
drawings, images, and written information. 
 
     For such a task stated above, Paricio (2004) also claims that the students 
have to be included at the moment of searching for materials. No matter if they 
are complementary for the classes. To continue, it is also recommended that the 
learners work in groups, involved in dialogues and discussions that promote an 
active and reflective participation; all of this supported by a wide collection of 
sources such as drawings, images, original texts, audio recordings, and others.  
 
     Finally, Paricio (2004) says that when using any kind of document or text the 
following information has to be provided. According to the intention of the text it 
has to be clarified if it is persuasive, argumentative, with advertising purposes, 
and so on. And, according to the context it must be presented the date, kind, 
and place of publication. It has to be also stated to what kind of population it is 
targeted, what kind of external factors led to the creation of the document, and 
what is the implicit tendency in the article; that is to say in terms of religion, 
politics, or economy, for instance.  
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     Supporting Paricio‟s (2004) words in relation to the inclusion of intercultural 
elements in foreign language classrooms, and the way of carrying on such a 
task, I find of value stating Robatjazi‟s (2008) work in which it is said that the 
presence of intercultural elements and cultural contexts in the EFL and ESL 
materials (textbooks) and curriculum is necessary. All of this aiming to make the 
students communicate effectively based on their awareness in the intercultural 
issues and processes of conceptualization.  
 
     As Paricio (2004) does, Robatjazi (2008) also concentrates on textbooks, but 
he goes beyond listing a series of headings that deal with various issues that 
altogether give us a basis and a broad perspective of what the role of materials 
in the language classrooms should be in relation to the cultural factor. The 
thematic presented by Robatjazi (2008) is Materials as Cultural Elements, Does 
Authenticity Help Incorporate Culture?, An Intercultural Framework, Intentions 
and interpretations, and Diachrony vs. Synchrony.   
 
Materials as Cultural Elements  
 
     For the sake of the current research I want to start with the words of 
Robatjazi (2008) who says that “The teacher is responsible to highlight the 
cultural concepts of the textbooks and directly involve students in the activities, 
which are aimed to provoke cultural points. FL/SL textbooks not only reflect the 
target culture, but also the source culture and international cultures”. These 
words sum up what the duties of the teachers are when presenting culture via 
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materials. In addition, those words are giving the reader the perspective the 
present work has in relation to the role the teachers are to play in EFL scenarios 
when it is the time to deal with cultural issues.  
 
     To continue, Robatjazi (2008) highlights that a textbook in terms of 
interculturality presents a series of functions on different levels such as the 
following. A textbook is a teacher because it exposes learners directly to the 
culture being studied. A map because it presents the linguistic and cultural input 
to be covered in a term or period of time. A resource because it provides the 
students a selection of the most adequate information to be studied. A trainer 
because it shows both the students and teachers the way to approach culture 
and proceed with feedback. An authority since the texts have been designed by 
linguists.  A de-skiller, in words of Robatjazi (2008), is “supposed to analyze the 
skills in their own turns systematically and teachers get free from this task”. An 
ideology because through its cultural content learners and teachers are exposed 
to a perspective the world shows in terms of the cultural systems, which in turn 
as a social construction (in a non-direct way) could influence the building on a 
new vision of the cultures the “subjects” are being exposed to.  
     As Cortazzi & Jin (2000) state, in the universe of teaching there are three key 
pillars that give all the support to the building called “learning”. Those columns 
are students, teachers, and textbooks which should be culturally related.  
Does Authenticity Help Incorporate Culture?  
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     In order to give a definition about authentic materials Robatjazi (2008) cites 
Little, Devitt & Singleton (1989) who explain the term as the „real language 
created by native speakers of the language in pursuit of communicative 
outcomes”. Such definition gives us the perspective of how the approach we are 
taking for this paper is in relation to authentic teaching tools. Robatjazi (2008) 
reinforces the importance of authentic materials by saying that according to 
different studies the positive results of the exposure to materials that deal with 
cultural issues has been evidenced. That is to say that the teachers are in the 
best position to deal with the culture of the language of study, and the learners 
feel more motivated.  
 
     At the moment of using authentic materials in language classrooms Robatjazi 
(2008) presents the voice of Byram and Esarte-Sarries (1991) who state two 
issues. The first one is that what is contained in the textbook in terms of culture 
has to be realistic. The second point is that the cultural component that the 
textbooks present have to display elements, conversations, behaviours, etc., 
that exemplify the actual characteristics of a normal human being (with its 
weaknesses and strengths).  
 
     When evaluating how the textbooks are based in terms of culture, Byram and 
Esarte-Sarries (1991) list four spheres of work. The first one is analyzing the 
micro-social level. In other words, looking at the individual social identity, social 
environment, and personality. The second one is analyzing the macro-social 
level. It means, concentrating on the representations related to socio-economy, 
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greagraphy, and history. The third one is analyzing the authors‟ point of view 
(implicit or explicit). And the forth one is analyzing “the intercultural of mutual 
representations and recognition by the nature and foreign culture” (as stated by 
Byram and Esarte-Sarries, 1991). 
 
     Beyond all the ideas exposed above Byram and Esarte-Sarries (1991) 
suggest that the textbooks should have the inclusion of aspects of both the C1 
and C2. At this point of the discussion the value of this idea has to be mentioned 
because it is setting a solid base for the current project in terms of the value of 
having in a classroom altogether the two cultures (C1 and C2) taking place in 
the session at the same time, the same pace, and receiving the same value. 
The result is nothing but that “these authentic materials defined are apparently 
more likely to develop students‟ alternative perspectives to view the world, i.e. to 
make them intercultural speakers” (Byram, 1997; Kramsch, 1998 as cited by 
Robatjazi (2008).   
 
 
An Intercultural Framework  
 
     In this section Robatjazi (2008) suggests that at the moment of creating 
interculturally related materials, the designers and writers should be required to 
have expertise in sociology, anthropology, and science and culture. Besides, the 
designers and writers should take into account issues like the type of tasks that 
allow the students to take the more of the textbooks, the way cultures are 
displayed in the texts, and the characteristics the texts present when talking 
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about culture. Finally, Robatjazi (2008) says that the textbooks would have a 
plus if they were interesting, informative and enlightening. 
 
Intentions and interpretations 
      Robatjazi (2008) explains that authentic texts are composed of two inherent 
elements. One is the intended connotative meaning. The other is the 
interpretation of the meaning by the students and teacher. Kramsch (1998 as 
cited by Robatjazi, 2008) highlights that the duty of the teacher in all of the 
process is showing the cultural component in the way it is presented via 
language. This lead us to say that in order to take the more of texts that are 
authentic, negotiated discussions among learners and teacher or contrasts 
between intentions and interpretations should take place in the lessons. 
Diachrony vs. Synchrony 
     Robatjazi (2008), in order to explain the ideas of this section uses the 
following words which are a key in the understanding of why culture is not an 
element that does not evolve and changes throughout time: 
  
“Culture is subject to changes as language is. Over time, it changes and transforms into 
a new form. People live the new life with new forms, so the textbook writers shall go with 
all changes the culture has been exposed to; since today‟s young are tomorrow‟s adults 
by the society is run. Texts should mostly be inclusive of contemporary cultures, but this 
does not propose that they all be exclusive of the traditions and folklore. Nevertheless, 
the representations must be accurate and comprehensive”. 
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     Having in mind all that has been discussed so far related to the cultural 
content of textbooks (taken as materials to present culture) it is time to give a 
broader perspective in terms of the type of materials to use in the language 
lessons. This is order to not only have the glimpse of what approach (comparing 
& contrastive analysis) to take in the classroom for presenting culture, but also 
to have a view of the type of tools to be used; tools that are not only textbooks 
but a more ample collection of items. For doing so, it will be presented Usó-Juan 
and Martinez-Flor‟s (2008) work where it is demonstrated through a task how to 
address the four skills (listening, speaking, reading, writing) while working on the 
cultural component by the use of different materials.  
      
     Such a task can be carried out in a language or content-based classroom. In 
any case, for the sake of clarity, the authors designed the activity for developing 
cross-cultural competencies but focusing only in the C2. In this sense, they 
would be violating the principles discussed in the theoretical framework of this 
work. However, in order to solve such a problem we only have to include in the 
example that the learners involved in the activity are not only researching on the 
aspects of the C2, but also in the C1. In other words, the example presents a 
modification from the original one that only targeted the C2. Thus, the 
modification aims to incorporate the C1 throughout the whole task. 
 
     The following task is divided into three steps, that is to say Explanation, 
Collection, and Implementation.  
 
     Explanation 
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     To begin with, Usó-Juan and Martinez-Flor‟s (2008) suggest that the first step 
to take in the task is raising awareness among the learners about the 
intercultural competencies (and culture itself) they are to deal with, and how 
valuable and important is studying with heart and mind their own and second 
culture. After introducing these ideas, the second step is showing the students a 
series of capital areas in which the learners have the chance to develop their 
intercultural skills. That is to say working on concepts of the C1 and C2 related 
to the same topic area. Such capital areas are Power and Politics, Law and 
Order, Education, Family and many others. The topic areas stated above are 
taken from Duffy and Mayes (2001 as cited by Usó-Juan and Martinez-Flor‟s, 
2008), whose work aims to illustrate the best way of exploring another culture.  
 
     In order to turn on learners‟ schema in relation to the cultural topic areas 
presented by Duffy and Mayes (2001 who are cited by Usó-Juan and Martinez-
Flor‟s, 2008) the students are asked to write down five words (the first they come 
to their minds) connected with the topic areas stated for this task. Then, all 
learners‟ concepts (or words) are gathered in order to be discussed in depth in 
class. Such a procedure is entitled as the “firewood technique” (Cain, 1990 as 
cited by Usó-Juan and Martinez-Flor‟s, 2008) 
 
     Collection 
     The next step, according to Usó-Juan and Martinez-Flor‟s (2008) is that after 
discussing the concepts gathered among the learners it should be decided what 
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topics the learners have to research on. Thus, the students are asked to collect 
material. The collection of material is done after class. The advice for the 
students is to gather material from sources such as images, films (or excerpts of 
the films), photocopies from any printed source, photodocumentaries, samples 
taken from internet, or any recorder material. A crucial aspect of this activity in 
the task is what Usó-Juan and Martinez-Flor (2008) state in the following words: 
“The good thing of this activity is that learners‟ cultural awareness is further 
increased through having to ask themselves what is culturally representative of 
the given topic.” 
 
     Finally, when the students have finished gathering the cultural samples 
(materials) they have to be handed to the teacher for her/him to design activities 
(for the next step of the task) targeting the four skills (listening, speaking, 
reading, writing). We must bear in mind that this task is carried out in an English 
as a subject matter classroom in which we access to culture through the study of 
the language.  
    
     Implementation 
 
     This step of the task is when the students are to improve their skills in the 
communicative competence, and develop their understanding and awareness in 
cross-cultural issues. Besides, as stated in the last section, the learners are to 
work linguistically in the four skills (Usó-Juan and Martinez-Flor, 2008). 
  
Samples of listening skill activities 
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     For boosting intercultural competence through this skill a list of activities such 
as video-taped cultural dialogues, audio- or video-taped cultural 
misunderstandings and taped-recorded interviews with native speakers, etc. is 
recommended. 
Samples of speaking skill activities 
     To improve intercultural by practicing this skill a series of activities such as 
face-to-face tandem learning, making up questions to a native speaker or role-
playing, etc. is suggested. 
Samples of reading skill activities 
 
     Activities such as reading, cultural bump activities (such activities encourage 
interpersonal connections that transcend diversity. By experiencing personal 
reflections as well as a community spirit which nurtures authentic cross–cultural 
relationships), activities that focus on written genres or cultural extensive 
reading, etc., aim to improve reading skills through the focus on the intercultural 
component.  
Samples of writing skill activities 
 
     For increasing awareness on the intercultural component through the 
practice of these skill activities such as designing stories and story continuation, 
and tandem e-mail learning is recommended. Tandem e-mail learning refers to 
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the task in which two native speakers of different language discuss a topic by 
sending e-mails to each other.  
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6. METHODOLOGY 
 
6.1 Setting 
 
     This project forms part of a larger project that investigates the intercultural 
component in English classes at an English teacher training program. This 
research will be developed at Universidad de Ciencias Tecnológicas (UCT) 
which is the biggest university of the city of Pereira. Pereira with a population of 
about 580.000 inhabitants, is located at the core of the Colombian Andean 
Coffee-Growing Region which is both one of the principal nodes of 
communication and the most populated area of the country. Besides, Pereira is 
also characterized by being an important industrial city. That is one of the facts 
that have provoked a great influx of people from all around the country into the 
city, making of it a cosmopolitan area.  
     The UCT is the largest university in Pereira. More than 14.000 students are 
currently enrolled at UCT. One of the programs at UCT is Pedagogía en Lengua 
Inglesa (PLI), a diurnal ten-semester language teaching program which aims to 
train professionals in the area of teaching English as a foreign language (EFL). 
The study will be conducted in this program.  
     Students graduated from the PLI program are thought to be able to innovate 
through research in the area of EFL teaching, teach English as a foreign 
language, design curriculum, among other things. The PLI program first started 
in 2004. In regards to English language instruction, the PLI program relies on by 
both content-based and language classes to provide instruction on language to 
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students in the program.- In detail, from first semester to fifth semester the 
instructional focus of the program is on language, although students also take 
content-based classes taught in Spanish.-  Thus, the levels of English are 
organized as follows: 1st semester (basic-English), 2nd semester (pre-
intermediate), 3rd semester (intermediate), 4th semester (advanced), and 5th 
semester (advanced grammar).  
     In relation to content-based classes, the majority of these subjects are taken 
from fifth semester to tenth semester and most of them are taught in English. 
Some of these subjects are Language Acquisition, Sociolinguistcs, Applied 
Linguistics, Introduction to Qualitative Research, Anglophone Civilization I & II 
and Professional Development.  
 
6.2 Participants 
 
     Teachers and students are the participants in the present study. The criterion 
for selecting the teachers was based on the courses they guided. That is to say 
the courses, that according to the researchers view, were more likely to provide 
data related to cultural elements of the C1 and the C2. Now, the selection of the 
students was carried out during the first observation. The idea was to observe 
which students presented the following two features: more active responses to 
cultural issues and good skills in the target language. To continue, the 
participating teachers of the larger project are five teachers of the PLI program. 
For my study, we focus on four of the participating teachers. One is Hans, who 
teaches Basic English, and is about thirty-five years old. He holds a degree on 
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English teaching. That was his second semester teaching English in the PLI 
program. The second participating teacher is Friedrich, who teaches 
Sociolinguistics, he is about forty-five years old. He holds a masters degree in 
teaching English and holds a specialization in sociolinguistics. He studied at 
Cambridge University in the U.S. Friedrich teaches in the PLI since the program 
started. The third teacher is Victoria who is about 35 years old. She lived in the 
U.S. for about seven years. She is in charge of English Pre-Intermediate course. 
During the data collection for this paper she was doing her master‟s degree in 
teaching English as a foreign language. Finally, the fourth participant teacher is 
Cristoph, who is about 50 years old. He comes from the U.S. but he has lived in 
Colombia for more than 20 years. He currently holds a degree of MA in 
“Didáctica del inglés”. Cristoph was in charge of Anglophone civilization I. 
     In regards to the participating students, four were included. One from first 
semester (basic-English) whose name is Zaphira; Reinhardt from sixth semester 
(Sociolinguistics); Carsten from second semester (Pre-Intermediate English), 
and Mariée from seventh semester (Anglophone civilization I). Students‟ age 
ranges from 19 to 30 years old. Two of the students lived in English speaking 
countries (United Kingdom and the United States) for a period of time that 
ranged between 2 to 5 years. The other two students had studied English for 
one of two years before entering the PLI program, either by themselves or at a 
private institution. The participants were selected after some preliminary 
observations where I witnessed both their responses to cultural aspects included 
in the class, and the cultural baggage they bring into the classroom.  
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6.3 Researcher’s Role 
  
    In the study, my role is one a mere observer, a position that allows me to 
reduce my influence on the events being observed. My role as a non-participant 
observer enables me to take a deep look, and analyze the classroom events 
that are relevant to this study. Another aspect to highlight is that as a researcher 
I am not a total outsider in the study. In fact, during the data collection for the 
study I was enrolled in the PLI program. I was in seventh semester. 
     To continue, as being the current research on culture it is pertinent to present 
a brief description of the researcher‟s cultural background. This is in order to 
show what the scope is through which I looked at the study. First of all, I have 
lived my entire life in a little village located 15 kms far from Pereira. The name of 
the village is Santa Rosa de Cabal whose population is of about 80.000 
inhabitants. To add, I have never traveled to other countries, neither Spanish 
speaking countries nor English speaking countries. Besides, the only contact I 
have had with native English speakers has been at the university. There I have 
attended some classes that were in charge either of an American or an English 
teacher.  
     In terms of my education my primary and secondary education degree were 
obtained at public institutions in Santa Rosa de Cabal. With respect to my family 
background I grew up in a traditional catholic family which first generation is the 
heritage of the Antioquian early twenty century migrations to the coffee growing 
region. 
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6.4 Methods for data collection 
 
Observations 
     The observations started at the beginning of March and ended at the end of 
May 2010, for a total of four observations for each course. Each observing 
session lasted one hour. The focus of the observations was to take notes of the 
implicit or explicit presence of cultural references initiated by the teacher– 
whether related to foreign or local culture-, behaviors, language use, and 
expressions of values that could be associated with foreigner local culture. In 
addition, through the observations we sought to capture the responses that 
students displayed when being in contact with such references, behaviors, 
language use, and values, and also the cultural expressions the students bring 
to the classroom.  
     All observations were recorded through fieldnotes. This method is pertinent 
because it allows the researcher to present in detail and close to the action what 
is being observed. In other words, the researcher can focus the attention on one 
specific event, out of the whole scene, and describe not only what is said, but 
also the paralinguistic aspects of the speech event that enrich and give colour to 
a moment. To reach the objective stated before, after each observation, the 
fieldnotes were expanded with detailed descriptions of the participants‟ 
characteristics, behaviors, and language. To depict details that may be 
important for the analysis, the fieldnotes described what the participants wear, 
how they speak, how they behave in the classroom, and their use of language.  
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     The observations are written in Spanish and English as well. This is due to 
the fact that in the field notes the researcher tried to write down the language 
used in class as verbatim as possible. Thus, the fragments in Spanish will be 
presented with their translation in English. Now, the letters T, S, and Ss are the 
label for Teacher, Student, and Students each alike.    
 
Interviews 
     One extended semi-structured interview was conducted with each participant. 
The pace and the direction of the interviews was determined by the participants‟ 
answers, and the influence of the researcher was at a minimum (Arcila, 2007). 
However, some questions were included in order to have a point of departure for 
the interview. The aim of the interviews was to take a deep look into participants‟ 
perceptions of culture in general and about their first culture (C1) and the target 
culture (C2). The interviews took place two weeks after the observations had 
finished, because based on what had been observed some question arose 
serving as main topics to base the interviews. The interviews lasted 
approximately twenty minutes and were audio-recorded and transcribed for 
analysis. However, the timing was flexible to be enlarged if necessary. The 
interviews were divided into two stages.  
     In the first stage the participants gave their opinions about what culture is. In 
the second stage, the participants talked about their feelings and opinions in 
relation to the cultural component in the classroom.  
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     In the first stage some questions were considered. For instance: what is 
culture for you? How do you describe your culture? How do you describe the 
English culture? In the second stage we asked questions like: how did you feel 
about what the teacher presented in class? What did you think about it? 
    The question the teachers were to answer in simple words was: what are the 
cultural characteristics of their own culture that they think they manifest in the 
language classroom (the teachers are aware they bring them into the 
classroom). What we intended with this question was to see if the teacher at a 
minimum degree was aware of one of the aspects in which culture manifests in 
the EFL classroom. This manifestation we refer to is what the teacher brings into 
the classroom. This aspect is important to include in this work because if the 
teacher is aware of the fact he brings culture into the classroom he should be 
also aware of the fact that the students do the same; thus, there must be an 
explicit inclusion of cultural issues in the classroom, not only of the C1 but also 
the C2. As the CEFR (2001) states in relation to the sociolinguistic competence 
the language must be used in context not isolated. Thus, those contexts are 
nothing but what we simply call culture. 
Teachers’ materials 
    The collection of documents included power points (PPT‟s), videos, 
worksheets and copies of the book the teacher used in the class.  The aim of the 
inclusion of teachers‟ materials as data is that it allows us to analyze in a deeper 
way the explicit inclusion of the cultural component in the classroom. In other 
words, through the analysis of the material the teachers used in the classroom 
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we had a better view of what type of cultural materials the learners were 
exposed to. 
6.5 Data Analysis 
     First of all, I and the researchers of the larger project decided that we were 
going to observe the classes in pairs. However, it was also agreed that I would 
be the only one that was going to observe the English language instruction class 
that was in charge of Hans. Thus, the data collected from Hans‟ class was 
expanded by my own. Contrarily, the classes that I observed with one of the 
other two researches of the larger project were expanded by the discussion of 
what was observed. In detail, I and the researcher that was with me writing 
fieldnotes compared and contrasted our opinions and points of view of the 
observations. Then, when we did agree on the description of an event the 
inclusion of fieldnotes of one of the researchers into the ones of the other was 
done. 
     After the expansion of the fieldnotes the researchers gathered to analyze the 
first expanded fieldnotes of each classroom observation. In this process the 
researchers first read the observations. While doing it the events that were of 
interest for each research were marked. Then, those events were coded 
conceptually. That is marking with a color label the most frequent patterns 
presented in the observations and interviews. To continue, as it was mentioned 
before, we started looking for patterns and coded them throughout one 
observation at a time. 
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     At this point it has to be clarified that when the researchers of each project 
did not agree on the analysis of an event they just directed their analysis to the 
specific theory on which each project was based. We must bear in mind that 
even though the researchers observed the same classes different theoretical   
frameworks in the field of culture in EFL classrooms were leading each study. 
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7. FINDINGS AND DISCUSSION 
 
 
7.1 - Cultural aspects (C1 – C2) of teaching a foreign language explicitly 
included in the EFL classrooms in the PLI program.   
     In order to show the findings derived from the first guiding question the 
researcher compiled the information from the observations, and the teachers‟ 
interviews. Then, from the analysis of the compiled information two different 
findings were produced. These findings are to be discussed in the following 
subsections “Explicit inclusion of cultural features in the lessons”, and “Implicit 
inclusion of cultural features in the lessons”.  
     7.1.1 - Explicit inclusion of cultural features in the lessons 
     The following sample is the unique example in a collection of 17 gathered 
throughout all the observations in which the teacher made explicit the cultural 
manifestations. In any case, such explicit cultural manifestation was only related 
to the C2.  
     This sample was obtained from Anglophone Civilization I; a content-based 
class guided by the teacher Christoph.   
7.1.1.1 - Anglophone Civilization I (Christoph)  
     In the following sample the learners are to make a presentation of an event of 
Anglophone history. But before starting Christoph makes a sort of introduction to 
the activity. 
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     El profesor explica a los alumnos que es lo que se va a hacer a continuación. En 
palabras aproximadas el profesor dice en inglés: for today you‟re supposed to present a 
creative interpretation of what you read about…not just a question of dates… en este 
punto el professor explica el porqué de la importancia de saber algo sobre la cultura 
anglófona; el profesor dice en palabras aproximadas: …this is also the cultural bagage 
English speakers carry with them. El profesor dice además: “every important incident in 
English history is in a movie”. En este punto el professor se pregunta en voz alta el 
porqué en Colombia casi ni hay películas que relaten los momentos más históricos del 
país. 
 
           Translation:  
 
     The T explains the Ss what the class is going to be about .In approximate words the 
teacher tells the following in English: for today you’re supposed to present a creative 
interpretation of what you read about…not just a question of dates… at this point the T 
explains the reason why the importance of getting knowledge of the Anglophone culture. 
T says (in approximate words): …this is also the cultural baggage English speakers 
carry with them. T also says: “every important incident in English history is in a movie”. 
At this point the teacher (in a high voice) wonders why in Colombia there are just a 
couple of movies dealing with the most important historical events of the country. 
 
     Christoph starts the activity by telling the students that they are to make a 
creative presentation in order to show the class their interpretation of the events 
they read about   (in the book called “Roots of Anglophone Civilization”). Then, 
Christoph says to the learners that these presentations are related to part of the 
cultural baggage English speakers carry with them. The teacher also explains 
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that in the movies the most relevant events of English history (Anglophone 
history) are featured.  
     In fact the teacher introduces a question that could lead to a contrastive 
analysis that could be very interesting to see. Anyway, the contrastive analysis 
was never carried out. In other words, when doing the introduction to the class 
the teacher is linking the content of the class (C2) to the C1. Even though this 
inclusion was presented in a glimpse of the class, its value for making the class 
more valuable is remarkable. 
 
     Now, according to what Christoph made in his introductory words to the 
activity in which he explained to the learners that they were about to deal with 
cultural manifestations of the Anglophone speakers, we want to recall the words 
by (Kramsch, Cain, and Murphy-Lejeune (1996) who state three points to 
support the proposition of the explicit inclusion of culture in the EFL classrooms. 
Those three points are: First, culture should be taught explicitly, because it is so 
complex as well as communication and language teaching. Second, if culture is 
explicit in language teaching it will be easy to avoid stereotyping. Finally, and the 
most important, if culture is explicitly included in the curriculum it will facilitate 
teacher‟s work and student‟s process of learning. According to the previous 
words what Christoph did in raising awareness of the about cultural 
manifestations of the C1 and C2 has to be highlighted. 
 
     In relation to the inclusion of the C, this sample was also the only moment in 
all the observations conducted in Anglophone civilization I that there was 
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evidence of the C1. This fact suggests that the opportunities to conduct a 
contrastive analysis were limited. This way of proceeding by Christoph contrasts 
with the ideas stated by Byram (1998 as cited by de Mejía 2002 in Cruz 2007) 
who says that the teachers need to carry a comparative analysis in order to see 
how different cultures are manifested. Such analysis aims to break in the learner 
the preconceptions and stereotypes she/he has with regards the C1 and the C2. 
Such contrast develops in the learner sensitiveness in relation to other cultures, 
ideas, and believes; Thus placing the student in what is called a state of 
thirdness. 
 
     From the above it is evidenced that what Bhabha (1994, 25) calls as 
Thirdness is not likely to happen in Angophone Civilization I since there is not 
possibility of carrying on contrastive analyses. Thus, the development of 
intercultural intuitions (This term refers to the development of a state of 
awareness about the cultural implications of learning second language) which is 
the aim of presenting the C1 and C2 in an explicit way is lost.  
      
     To continue, as a contrast to what was seen in the observations it is valuable 
to hear the teacher‟s voice in relation to his awareness about the cultural 
manifestations in the language classrooms. Thus, Christoph answered the 
following question: what are the cultural characteristics of your own culture that 
you think you manifest in the language classroom (the teachers are aware they 
bring them into the classroom). 
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     The letter C serves to identify the interviewer and the letter R serves to 
identify the interviewee. 
C: cuéntame un poquito acerca de tu bagaje cultural, que elemento  culturales ehh, 
son…que elementos culturales relevantes te identifican, como el que tú seas nativo, tu 
religión, ehh… bueno, en fin, que elementos culturales crees tú que te identifican y 
llevas al salón de clase: 
R: …bueno, pues crecí en una ciudad que tiene mucho… mucho significancia histórico 
en los estados unidos, Philadelphia…emm siempre me gustaba la historia como… 
siempre me ha parecido muy interesante…pues por cuestión de mi religión, soy de 
(………) y que estamos muy interesados en como ver la unidad del raza humana y 
entonces el entendimiento entre culturas y entre las religiones y entonces cuando me 
hice “Bahá’í” me interesé mucho en averiguar de las religiones distintas al cristianismo, 
y las culturas que tienen que ver con ellas. Emm, entonces cuando empezamos la 
licenciatura ehh, desde el principio (dí) mucho de esto de la parte cultural, y tenía la 
esperanza de que yo podría orientar cosas que tenían que ver con la parte cultural e 
histórico. 
 
          Translation: 
 
C: tell me a Little bit about your cultural baggage, what kind of cultural elements ehh, 
are…what relevant cultural elements identify you. For instance, you as an English native 
speaker, your religión, ehh… and so on. Anyway, what kind of cultural elements do you 
think identify you that you bring into the classroom? 
R: …well, I grew up in a city that is very… is very significative in the United States,  
Philadelphia…em I always liked history as… it always has appeared to me very 
interesting… this is due to a religious matter. I am (………). We are ver interested in 
observing and how to look for the unity of human race. Thus, the understanding among 
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cultures and religions. So, when I became Bahá’í, I was very interested in researching 
on the charcteristics of the religions different from Christianity and the cultures related to 
it… Emm, so, when the PEI program started, ehh… from the begining (I gave) much of 
this related to cultural issues. And I had the hope that I could serve as a guide in terms 
of the tematic about cultura and history.   
     Christoph‟s answer serves as a contrast to the example related to the 
observations in which it is showed that in general the cultural component is not 
being included explicitly. In Christoph‟s answer we see to what extent the 
teachers are aware of the issue of including culture in the PLI program. In this 
regard he expresses that he is taking charge of that element. In this way we can 
see that the teacher is aware of the inclusion of the cultural factor in teaching a 
second language. However, in his answer it is not evidenced his awareness in 
relation to incorporating culture in an explicit way. Despite the fact that he is 
teaching a subject that makes part of the Anglophone culture in the observations 
it was found just a glimpse in which there was made explicit the C2 in a session. 
In the other cases there was not such explicit presentation of the C2. In a few 
words, in the teacher‟s answer it is seen that he is aware of the fact that culture 
has to be part of teaching a second language.  
     In conclusion, even though the cultural component in this class is the 
substance of the course this sample was the only moment during the 
observations that the teacher through his voice made explicit the cultural factor 
(Another example of explicitness of cultural content made by the teacher is 
found in his introductory words for the book “The Roots of Anglophone 
Civilization”. The introductory words and some samples of the book are 
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presented in the second guiding question). Nevertheless, no matter if culture is 
the base of the course, it has to be made explicit (Buttjes, 2007) and receive the 
proper treatment according to what the course is supposed to present. In this 
sense, despite the many interesting cultural features that casually appeared 
during the observations they did not received further development. It does not 
matter if those manifestations are out of the plan written for the course, they are 
as important as Anglophone history is because they make part of the culture that 
the students are receiving in the class. Here the role of the teacher must be 
noted since he is a Native American. Thus, he has a very valuable knowledge 
respecting the Anglophone world. 
7.1.2 - Implicit inclusion of cultural features of the C1 and C2 in the 
lessons 
     To continue, we are going to show two examples (there are 17 examples in 
the observations) out of the 16 implicit ones that came up from the observations. 
These two examples serve as a contrast with the example presented above in 
which culture (a feature of the C2) was presented in an explicit way.  
      The following sample was obtained from Sociolinguistics; a content-based 
class guided by the teacher Friedriech.   
7.1.2.1 - Sociolinguistcs – Friedriech 
 
     In this example the teacher is having a discussion with the students in 
relation to an advertisement. The interesting part of this is that the teacher is 
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making evident that because of the lack of knowledge in the contextual use of a 
word the translation is conveying a very awkward message.  
 
     El profesor revisa nuevamente las frases, this is so funny, this is in Thailand…Where is 
Thailand? Asia contestan algunos, ok what part of Asia? North? Have you heard of Thai 
food? This is a Thailand ad for donkey rides. Ad comes for advertisement, look at this is 
interesting, would you like to ride your own ass? This is not a joke is truth, what is the 
problem with that, because ass is an animal, people don´t use the word ass to refer to a 
donkey but to a part of your body (it´s anatomy). 
 
Translation:  
 
     The teacher revises the sentences again, this is so funny, this is in Thailand…Where is 
Thailand? Some students answer: Asia. Ok what part of Asia? North? Have you heard of 
Thai food? This is a Thailand ad for donkey rides. Ad comes for advertisement, look at this is 
interesting, would you like to ride your own ass? This is not a joke is truth, what is the 
problem with that, because ass is an animal, people don´t use the word ass to refer to a 
donkey but to a part of your body (it´s anatomy). 
     In this class the teacher is working on mistranslations. Friedriech shows the 
learners the text of an advertisement in Thailand. In order to contextualize the 
learners about Thailand Friedriech asks them to say where Thailand is, he also 
speaks about Thai food. The teacher continues with the exercise and reads the 
text of the advertisement. He states that what he has already read is not a joke. 
Thereafter, Friedriech explains to the learners the confusing and funny of the 
advertisement because of the use of the word “ass”. 
63 
 
     Apparently this is not a problem related to cultural issues but more to 
knowledge of the different meanings of a word. However, if the one that was in 
charge of doing the translation had been exposed to the sociolinguistic 
(culturally contextualized) use of the word such a mistake could have been 
avoided. In this regard the words stated by Tang (1999) are valuable in order to 
give an idea the reason behind the problem presented in the example above. 
Tang (1999) states that a person learning a given language, is not just getting 
knowledge of the linguistic aspects of the target language but also getting 
knowledge of both all what is related to the country or countries of that 
language, and all the conceptions of what is beautiful, romantic, good and bad, 
relevant and irrelevant, polite and impolite, and so on, that are implicit in the 
target culture.  
 
     Departing from what happened above, the teacher moves to the Colombian 
scenario in order to make a better contextualization of the problem that he is 
presenting to the students. In this case the teacher presents a colloquial 
expression to the students.  
     Do we have those problems in Spanish? I mean miss translation…to take my hair, those 
are colloquial expressions…to pull somebody legs, están tratando de tomarme el pelo. 
 
Translation:  
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     Do we have those problems in Spanish? I mean miss translation…to take my hair, those 
are colloquial expressions…to pull somebody legs, “están tratando de tomarme el pelo” 
(Colombian expression). 
     After presenting to the learners the problem with the translation of the Thai 
advertisement Friedriech shifts to ask the learners if in Spanish we have the 
same problems with mistranslations. In this sense, he translates verbatim to the 
learners an example of a colloquial expression in Colombia.   
     This way of proceeding can be defined in taking advantage of students‟ C1 in 
order to facilitate the understanding of the theme he (the teacher) is presenting. 
This apparently comes from the way the teacher has worked in the course. 
However, it is clear until this point that there was not an explicit inclusion of the 
C1 since the example only served as a channel to work on the topic of the class. 
The teacher never made explicit that there would be a contrast between two 
languages and cultures. And as Buttjes (2007) states, facilitators would be going 
the wrong way when guiding  learners in their development of sociolinguistic and 
pragmatic competences, if there is a lack of the explicit inclusion of the cultural 
component in the classroom. 
     To continue, as a contrast to what was seen in the observations it is valuable 
to hear the teacher‟s voice in relation to his awareness about the cultural 
manifestations in the language classrooms.  
   The letter C serves to identify the interviewer, and the letter J serves to identify 
the interviewee. 
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C: ahh que bueno, cuéntame un poco acerca de tu bagaje cultural, que elementos 
culturales relevantes crees tú que te identifican, por ejemplo (J: la música) la música, por 
ejemplo el lugar donde naciste, tu religión, bueno, que se yo.  
J: uhum… bueno, a ver…ehh… cuando uno habla de cultura habla de tantas cosas, pero la 
música por ejemplo cuando uno habla de cultura me parece importante, de hecho le doy…le 
reconozco mucha importancia por ejemplo en mi … en mi gusto por los idiomas, ya, a 
través de la música ahhh… la música en inglés y eso, empecé a gustar de la lengua 
inglesa, por ejemplo…mmm de pronto el vinculo con la lectura, pero ese vinculo como que 
se ha ido rompiendo, antes yo era muy lector de novelas, de todas esas cosas, pero ahora 
la lectura es mucho más precisa relacionada con temas de la profesión, entonces eso ha 
quedad o un poco abandonado…ehhh, pues no sé, yo creo que la música sigue siendo el 
vinculo mas importante a través del cual uno establece esos lazos con la sociedad y sin 
duda las clases, es decir estar con los estudiantes eso también forma parte de compart… 
como de hablar un poco de lo que a uno le gusta… es decir, hay una tendencia no sé si es 
general, pero es mía, de que en las clases uno no puede evitar hablar un poco de uno 
mismo y de sus gustos y que esos gustos personales trasciendan y se evidencien allí, por 
ejemplo el video… ehh, lo que es el cine y eso, eso me gusta muchísimo, el video, la 
imagen, me parece muy chévere.  
 
Translation: 
C: ahh nice, tell me about your cultural baggage, what relevant cultural characteristics do 
you think indentify you. For instance (J: the music) the music, the place you were born, your 
religión, anyway, and so on.  
J: uhum… well…ehh… When it is the case of talking about culture, it is talk about many 
things. For instance, the music, it is important when we talk about culture. In fact, I give it… I 
give it too much importance, for example in my… in my interest for languages, so, through 
music ahhh…the music in English and so, I started to like the English langue, for instance… 
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mmm maybe the bond with Reading, but I have boon losing the connection with this bond. I 
used to read novels, and all those kind of things, but now what I read is very much related to 
my professional field. So, I have kind of abandoned the habit of reading novels. …ehhh, I 
don’t know, I think that music is still the most important link through which we establish 
certain connection with society, and without any doubt with the language classes. It means, 
being with the students, it also makes part of shari… like speaking a little bit of what we 
like… in other words, there is a tendency, apparently it could be general, but I think it’s mine, 
that in the classes we can’t avoid talking a little bit about ourselves. That is to say what we 
like. And that those likes transcend and could be displayed in the lessons. For example, 
videos… ehh, cinema and all of that stuff, I really like that very much, video, image, I think it 
is cool.  
     As it is evidenced by his answer the teacher is demonstrating his awareness 
in relation to his cultural manifestations in the classroom. To highlight is what he 
says in terms of establishing relations with society via music. In other words, he 
is showing us that he is aware of the connection between culture and teaching 
(in this case teaching sociolinguistics); in fact, the observations reinforce what 
he is telling us here. In his classes the teacher always included cultural elements 
of both the C1 and C2. However, the inclusion of the C1 and C2 was done 
implicitly since the teacher did not make explicit the cultural implications of the 
examples. The issue is that in the observations a deeper analysis of the cultural 
elements was not seen but its mere utilization as a conduit to deal with the 
themes related to sociolinguistics.  
7.1.2.2 - Basic English - (Hans)  
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     To continue with the second example of the implicit inclusion of culture we 
have the following sample that takes place in the Basic English subject in which 
Hans (the teacher) asked the students to write an essay  (in English) in which 
they talk about the food from the region they come from.  
     The label Z identifies Zaphira who was the student observed in this class. 
     (T inicia una nueva actividad en la que él le pidió a los Ss que escribieran un ensayo 
acerca de la comida típica de la región de ellos) En esta actividad la mayoría de los Ss 
tratan de traducir los nombres de las comidas en español a inglés. Z comienza a 
escribir y dice que a ella le gusta toda clase de comida, lo único que a ella no le gusta 
es un plato vacio. 
     4:52 La mayoría de los Ss tienen los libros abiertos. En ese momento la S de la 
costa dice: “sancocho de pezcado”, los Ss cerca de las ventanas dicen: “ehh, a que 
sabrá eso”. Z habla a sus amigos de una comida: “little soup…pan de 200, 
aguapanela…mariguana…coge uno la bicicleta y arranca...maiz leche y cuatro 
bocadillos”, un compañero de Z dice: “es difícil comenzar”, Z dice: “creo que debemos 
hablar de comida”, Z le pregunta a T si pueden hacerse en parejas, T dice que es muy 
fácil, Z se ríe y le dice a sus compañeros que no es fácil. 
 
     Translation:  
(T starts a new activity in which he asked the Ss to write an essay about the typical 
food from the region they come from) In this activity the majority of the Ss were trying 
to translate the names of the dishes from Spanish into English. Z begins to write and 
says that she likes all kind of food, and that the only thing she doesn’t like is an empty 
dish. 
     4:52 The majority of the students have the books open. At certain moment a S 
from the north coast of the country says: “sancocho de pezcado”, The Ss near the 
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windows wonder: “ehh, how would that taste?!”. Z talks to her friends about certain 
meal: “little soup…two-hundred-pesos- (Colombian currency) -bread, 
aguapanela…marihuana…take the bicycle and go...corn, milk and y four 
“bocadillos””. Z is told by a partner: “it’s difficult to begin”, Z replies: “I think we have 
to talk about food”, Z asks T if they are permitted to work in couples. T answers 
telling that the exercise it’s easy. Z laughs and says to her partners that it is not that 
easy. 
    After the first half of the class Hans asked the students to write an essay 
related to the typical food of the regions they were born. In doing so, the 
learners were trying to translate into English the name of the typical food of their 
regions. Meanwhile a student makes a comment related to food. Then, another 
one that comes from the north coast of Colombia names a dish that sounds very 
strange for the learners that come from the coffee growing region. Then, the 
student Z names some food items typical to Pereira (located in the coffee 
growing region), and continues to say that it is very complicated to begin the 
essay. She also says that she thinks that in the essay they are supposed to talk 
about food. Then, the student ask the teacher if they are allowed to work in 
pairs, but Hans tells her that the exercise is easy and that they can do it 
individually. However, the student (Z) says that the exercise is not that easy to 
accomplish.   
    Even though, the fact of working on culture is evidenced in the exercise there 
was not an explicit treatment of such factor. And the results of such teaching 
approach are seen clearly; the students are apparently concerned only with the 
difficulties of language use. We state this since in the data the students speak of 
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many different Colombian food items, but they kind of complain when it is the 
moment of giving a start to the activity which consists of writing an essay (in 
English) about Colombian typical food. Thus, a great opportunity to work on 
cultural issues is lost. This makes evident the necessity of having an explicit 
inclusion of cultural issues in the second language classroom. In this sense, 
Cain, and Murphy-Lejeune (1996) explain that in the language lessons culture 
should be taught explicitly because it is as complex as language, it facilitates the 
process of avoiding stereotyping, and it makes more reliable the learning 
process.  
     In sum, it must be shown that despite the lack of explicit inclusion of culture 
there were moments in which the C1 had its special moment (implicitly) in the 
class. However there is a problem to deal with. The teacher is not stopping to 
work explicitly with the cultural information treated in the class in order to make 
clarifications about the information or correct any mistake. On the other hand, it 
has to be remarked the value that Hans is giving to learners C1 since he is 
having the students practice the L2 by writing an essay about something that 
apparently is familiar to the students. But as it was evidenced the focus seems 
to be on language use. There is not equilibrium between language study and its 
connection (explicitly) with culture.  
     From the above it is seen that there are two issues to take into account. The 
first one is the lack of explicit treatment of culture. Explicit treatment that 
according to Risager (1991) is a powerful tool for the learners not only to get 
knowledge of the language itself but its application in social contexts. The 
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second one is the development of awareness on the C1. And as Brooks (1975) 
recommends, if there is also awareness of the cultural manifestations of the C1 
a more valuable and effective (in results) contrastive analysis can be done in 
order to build awareness about the similarities and differences between cultures. 
This in consequence, according to Cruz (2007), causes positive attitudes (in 
general) from the learners towards the C2.  
     To continue, as a contrast to what was seen in the observations it is valuable 
to hear the teacher‟s voice in relation to his awareness about the cultural 
manifestations in the language classrooms.  
     The letter J serves to identify the interviewer and the letter A serves to 
identify the interviewee. 
J: ok, bueno, ahora, eh, la pregunta es, eh, que elementos culturales lleva usted al salón de 
clase, en particular a la clase, por ejemplo de inglés, ósea, hablamos de los 
elementos…como, usted como persona, que elementos de pronto es consciente, o hasta 
digamos inconsciente que usted como persona lleva culturalmente al salón de clase. 
A: a ver, de pronto de manera eh, de manera inco… conciente, eh, uno cuando trabaja con 
los muchachos, como le decía ahora, acá hay muchachos, yo tengo muchachos que tienen, 
vienen de diferentes culturas, tengo afro, tengo estudiantes que tienen raíces indígenas,  y 
cuando yo vengo a la clase… eh, se trabaja con base en un texto y el texto pues es un texto 
que es, es británico y se trabajan diferentes lecturas,  diferentes elementos de la cultura 
británica, pero no podemos olvidar que acá en Colombia vivimos en Colombia en un 
contexto totalmente diferente, entonces me gusta que cuando trabajo con los estudiantes, 
aparte de que ellos conozcan otros contextos de las otras culturas, también integren la 
cultura propia, entonces ellos pueden hacer un ejercicio, un ejercicio complementario, 
cuando yo trabaje algo en clase que tenga que ver con su cultura, entonces hablen ya de su 
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vida personal, ósea para que tenga un aprendizaje significativo, conocimientos previos, y 
algo que yo traiga acá de pronto de mi cultura, de pronto a veces cuando les traigo 
canciones, las canciones, traigo las canciones que me gustan a mí. El tipo de música, el 
género que me gusta, entonces mire que es algo como… claro que sin embargo, yo a los 
muchachos les he preguntado, les gusta esta música?, que tipo de música les gusta, pero 
que mire que es algo, uno trata, una trata de trabajar lo que a uno le gusta, lo que a uno le 
gusta hacer, lo que uno siente, lo que uno vive. 
 
Translation: 
 
J: ok, well, now, eh, the question is, eh, what kind of cultural elements do you bring into 
the classroom, in particular to the English class. In this sense we are talking about of 
elements like… you as a person, what sort of characteristics are and aren’t you aware of 
that you as a person in terms of culture bring into the classroom.  
A: ok, maybe in a manner, in an uncons… concious, eh, I work with the guys, as I told 
you previously, there are here people, I have students who have, come from different 
cultures, I have Afro, I have students that who posses indigenous roots, and when I 
come to class … eh, I work based on a textbook, and the textbook is, is British, and we 
work different readings, different elements of the British culture. But we cannot forget 
that here in Colombia we live in a completely different context. Thus, when I work with 
the students I like that they integrate their own culture when we are working on concepts 
of other cultures’ contexts. So, in this way the learners can carry on an exercise, a 
complementary exercise. That is to say that when I am working in class on issues 
related to the learners’ culture, I expect the learners to talk about their experience in life. 
This objective is that the students have the chance of a significative process of learning, 
previous knowledge, and something by I happen to bring related to my culture. For 
instance, sometime I bring songs, the songs, I bring the songs that I like. The music 
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genre I like; so, this is something like… nevertheless I have asked the students if they 
have liked the music, what kind of music do they like…But just see that this is 
something… it is tried, I try to work with the stuff I like, with what I like to do, what I feel, 
what I experience.   
 
     What the teacher is stating in his answer goes in accordance with what was 
observed in one of his classes in which he asked the students to write an essay 
in relation to the typical food of their region. This was done after doing an 
exercise from the book. It can be seen that to certain extent there is awareness 
of part of the teacher of the inclusion of the C1 and C2 in the classes of English 
as a subject matter. In addition, it must also be remarked that the teacher is 
bringing into the classroom cultural elements such as music. However, this 
awareness is partial. In his answer the teacher shows that he is not 
incorporating culture explicitly. He does bring culture, but he is not saying that 
he does an emphasis on that element. Thus, it is seen that the teacher is aware 
of the fact that he is bringing culture in the classroom but there is a failure since 
that element is neither being made explicit nor receiving a deeper treatment as 
shown in the observations. 
    In conclusion, going beyond the samples above, in the observations 
conducted in the different classes it was noticed that the examples that came up 
during the lessons only serve as a conduit for presenting the content of the 
course. Thus, those cultural elements presented in the lessons just passed by 
but never stayed. Nevertheless, it is highlighted the good amount of culture 
presented in this course.  
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7.2 – Updated and engaging Material and non-material teaching tools to 
present explicitly L1 and L2 cultural aspects, carry on contrastive analyses 
and consequently develop thirdness.   
     In order to answer the second question the researcher compiled the 
information from the observations, teaching materials, and students‟ interviews. 
Then, from the triangulation of the different data two different findings were 
produced that are to be discussed in the following subsections “Updated and 
engaging Material teaching tools to present culture in an explicit way”, and 
“Updated and engaging Material teaching tools to present culture in an implicit 
way.” 
    The aim of analyzing the teaching tools (materials) is in order to see both to 
what extent the C1 and C2 were incorporated in the lessons, and according to 
the perspective of culture taken in this work how the material served as a 
channel to deal with the C1 and C2 in a proper way. In depth, the teaching tools 
that were gathered consist of 1 video (authentic material but in Spanish), 1 
sample of mistranslation taken from an authentic material source (written in 
English), 1 self-made textbook (written in English), 1 song (authentic material-in 
English), 1self-made Power point (no written language on it), 1 textbook for 
teaching English (written in English), and 1 photocopy taken from a textbook for 
teaching English (written in English). In sum, all the seven different teaching 
tools collected are material manifestations of culture. There were no non-
material teaching tools.  
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     The analysis of the materials aims to discuss if the materials are updated. 
This is important if we depart from the words of Robatjazi (2008) who says that 
language and culture change and mutate presenting different “shapes” as time 
passes by. All supported by Paricio (2004) who claims that one of the 
characteristics of developing a critical analysis towards materials is checking if it 
is updated. It is also necessary to determine if the teaching tools permit to carry 
on a contrastive analysis between the C1 and C2. To continue, we must also 
check if the teaching tools allow the students and teachers to deal with the 
material and non-material manifestations of culture. And, if it gives space for the 
process of getting a third space of culture or in words of Bhabha (1994, 25) 
Thirdness. This is important to bear in mind since it is through comparing and 
contrasting that the opportunity  is given to the students to develop such a third 
cultural space, and thus their intercultural intuitions.  
     Finally, at the end of each subsection we listened to the voice of the student 
that was observed in the classes in which the material that was analyzed was 
used. The aim of taking a look at the students‟ opinions aims to see to what 
extent the teaching tools are motivating and valued by the learners. And as 
Robatjazi (2008) highlights, teaching materials are an extra advantage if they 
are eye-catching, contain interesting information and are enlightening.  
     In the interviews it was only analyzed how engaging the materials were for 
the learners. This is due to the fact that the findings provided in the first research 
question demonstrated that there is still no setting for the development of 
intercultural intuitions since culture in high degree by the hand of the teachers is 
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incorporated in an implicit way, and the process of contrasting the C1 and the 
C2 is almost absent from the teaching scenarios that were observed. 
     To conclude, the students were to answer the following question: what is 
your (students‟ opinion) opinion about the materials that the teacher used in the 
sessions? Was it good or bad according to your opinion?  
 
     7.2.1 - Updated and engaging “Material” teaching tools to present 
culture in an explicit way.  
     The following sample is the only one in a collection of 7 gathered from all the 
teachers in which they are made explicit the cultural manifestations when 
learning a new language. In any case, such explicit cultural manifestation was 
only related to the C2.     
     This example was obtained from the book “The Roots of Anglophone 
Civilization”, a self-made book designed for the courses Anglophone Civilization 
I and II; these courses are content-based classes guided by the teacher 
Christoph.   
7.2.1.1 - Anglophone Civilization I - Christoph 
     Christoph uses a book that was elaborated by him and a group of students of 
the PLI program. The book is a compilation of information related to the history 
of the Anglophone civilization until the middle of the 20th century. 
     The introductory words of the book were written by Christoph. The analysis of 
the information in the introductory words will be found under the paragraphs in 
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bold. They are in bold since they present valuable information for the current 
research. Then, the analysis of the introductory words is divided into three 
sections as follows “main analysis”, “secondary analysis”, and “student 
interview”. In the “main analysis” it is documented if the teaching tool is a 
material manifestation of culture, is updated, allows a contrastive analysis, and 
thus, if it permits the development of thirdness. Second, in the “secular analysis” 
they are analyzed different aspects of the introductory words that are pertinent 
for the current research in term of the cultural content of the teaching tools. 
Finally, in the section “student interview” we will observe what the student is 
feeling towards the material she was exposed to. 
Main analysis 
Introductory words of the book “The Roots of Anglophone Civilization” 
Some words to the student: 
The material presented here deals with the people, places, events and ideas that 
have produced the English language as it exists today What is now a global lingua 
franca began as the language of a small European island, and most of its linguistic 
evolution occurred there. Even today, a disproportionate share of the world’s literature 
comes from Britain and Ireland, and the history of these lands furnishes the context for 
innumerable books and movies.  
 Why learn about people who lived long ago in such a far-off country? If you are 
to use and teach English effectively you must enter into the intellectual and 
emotional world inhabited by those who currently use the English language and 
share in the heritage left by those who have used it in the past. To be a 
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competent user of English is to belong to a club whose members are familiar 
with the words of Shakespeare, Dickens, Orwell, the Beatles and the Rolling 
Stones, and are able to contextualize references to Richard the Lionheart, 
Francis Drake, Oliver Cromwell, and Queen Victoria. 
     To begin with, at first sight we can see the teaching tool presented above is 
a material manifestation of culture since the material is presented to the 
students in form of a book. To continue, in the words remarked in bold 
Christoph is making explicit the inclusion of cultural features of the C2 in the 
course. Hence, Christoph is striking to the heart of the words stated by Buttjes 
(2007) who argues for the explicit inclusion of culture in the classroom for 
developing sociolinguistic and pragmatic competencies.  
     However, since there is no inclusion of elements of the C1 in the 
introductory words of the textbook, and throughout almost the whole textbook 
itself (there is just a glimpse on page 73.), Christoph is failing in providing the 
learners with the opportunity to raise awareness about the cultural implications 
of learning a foreign language, and thus neglecting to give the students the 
chance to develop their intercultural intuitions through the issue of accessing to 
third spaces or thirdness. As Kramsch and Sullivan (1996) state, when the 
learner achieves the thirdness state she/he is in the position of communicating 
successfully with native speakers without much struggle. Besides, the learner 
“will no longer be seen as trying to be pseudo-English native speakers (NS) but 
as speakers in their own right” (Baker 2002).  
     Finally, as the materials are presenting the history of the Anglophone world, 
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it is more than evident that these teaching tools are updated. Since all the 
countries and communities that exist nowadays are the product of their past, 
dealing with its history signifies dealing with their current and even future 
events.       
 
Secondary analysis 
Continuation of the introductory words 
     In these materials you will find more information about Anglophone 
Civilization than you really need to know as an ESL teacher – and perhaps more 
than you care to know. You will naturally ask questions like, “Why so much 
information?” and “How am I supposed to learn it all?” The answer to the 
second question is simple: you need not try to learn it all. The response to the 
first question is a bit more complex. Perhaps one way to answer it would be to 
compare the learning experience offered here (which you are probably receiving 
by obligation) with another kind of learning experience that you have certainly 
received many times and quite willingly.  
     When you rent a DVD or go to a theatre you expect to devote a certain amount 
of attention to the movie you are paying money to see. You expect to receive, in 
return, an enjoyable experience that you will remember with pleasure and 
perhaps want to talk about later. But you assume that the important characters, 
scenes and events of the movie will leave a meaningful impression on your mind 
without your having to make a conscious mental effort.  
     To begin with, in terms of motivation we see that the teacher is aware that 
such a factor is important at the moment of applying any material with the 
students. In fact he is making evident to the readers (students) such a feature. 
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And as Robatjazi (2008) states in his discursion about the intercultural 
characteristics of textbooks, these materials would have a plus if they were 
interesting, informative and enlightening.  
     To carry the example further: if you watch “Star Wars”, with any degree of 
attention, you can identify the Rebellion as good and the Empire as evil. With a 
bit more attention you may notice other things: that the rebellion is just 
beginning, that R2D2 is carrying valuable data, etc. 
     Aside from basic concepts like these, there are many other details – some 
more important than others – that you may not notice, may not understand, or 
may forget almost immediately (e.g. Hans Solo deals in contraband and is in 
trouble with Jabba the Hut). Some of these details will have little or no real 
importance, having been included only because the script writers hoped that 
some viewers would find them amusing or interesting. (e.g. the “jazz bar” where 
extraterrestrials play music on futuristic saxophones). And some details will be 
incomprehensible until you have seen succeeding episodes of the series 
(remember the reference to “the clone wars”?). 
     For making more reliable the understanding of his discourse related to the 
motivation and the importance of the content in the book, Christoph is using an 
example that presents a widespread feature of the American film culture. Since 
Star Wars is a film well known all around the world it serves as a channel for 
the teacher to present his ideas. This way of proceeding goes along with the 
ideas expressed by Peterson and Coltrane (2003) who state that for building 
cross-cultural understanding the use of films, literature, and many others are 
valuable.  
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    To continue, as a contrast to what was seen in the analysis of the teaching 
material discussed above it is valuable to hear student‟s voice in relation to 
feeling towards the material. 
 
Interview 
     In order to finish the discussion about the materials used by Cristoph we will 
analyze the words given by a student from the course of Anglophone Civilization 
I. These words will tell to what extent the teaching tool was engaging.  
     The letter J serves to identify the interviewer, and the letter M (Mariée) 
serves to identify the interviewee. 
J: bueno, entonces en ese sentido es como la metodología cierto? (M: si) ahora bien, 
que piensas de los materiales que él utilizó. Te gustaron, no te gustaron, te parecieron 
adecuados o no… 
M: … algo que me gustó mucho, siempre me gustaba era cuando llevaba la, la 
grabadora, y colocaba pues las canciones, porque él las descargaba, pues, se tomaba 
el trabajo, o no sé si ya mucho tiempo atrás tenia pues el material, pero colocaba pues 
las canciones y nos daba los lyrics obviamente… que eran canciones pues de, de… de 
poemas, y eso si me gustaba mucho cuando las colocaba, porque a pesar de que son 
ritmos súper extraños y súper ajenos a nuestra cultura, pues, es chévere, chévere 
conocer otras cosas y… y si daba un poco de risa porque se escuchaba súper charro, 
pero, pero si me gustó esa parte de, de utilizar la grabadora y eso, si! 
 
Translation: 
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J: …well, in this regard it is related to the methodology? (M: yes) so, what do you think 
about the materials he (the teacher) used. Did or didn’t you like them. Do you think they 
were adequate? Yes, no… 
M: … something that I liked, I always liked when he brought the, the stereo and played 
some songs that he downloaded. He took his time in doing so, or maybe he had already 
had the material. Anyway, he played the songs and gave us the lyrics, obviously… those 
songs were about, about… poetry. I liked that very much when he played the songs. 
And, despite the fact the rhythms were very strange and without any connection to our 
culture, I think it is cool, it is cool getting knowledge of other things and… and it was a 
little bit amusing because the sound was funny, but, but I did like that part, that part of 
using the recorder and that, yes! 
     In this case the student does not talk about the book the teacher presented in 
the class but she is concentrating on a collection of songs (Appendix) the 
teacher utilized, instead. In first place what we evidence in the answer is that the 
student is making clear that she gave importance to the fact that the teacher 
took his time to compile the material. Now, in relation to the music we see that 
the learner is feeling motivated by the use of them. In that sense she said: 
“something that I really liked too much was when he (Christoph) brought the 
Recorder and played the songs with it”. In addition the student also says that 
she was very interested in the songs because they presented rhythms that are 
alien and strange for her culture.  
     This answer shows us that the student really enjoyed being exposed to 
foreign cultural manifestations. Thus, the importance of including  components 
of the C2 is confirmed. Anyway, it must be remarked that in this class that is the 
central focus. But, what we intend here to highlight is the reactions such 
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materials are having on the students. And as in the second research question it 
is analyzed the impact the material has in students‟ motivation it is seen that the 
teaching tools are really striking to that point. 
 
    7.2.2 - Updated and engaging Material teaching tools to present culture 
in an implicit way 
     To continue, we are going to show two examples (there are 7 examples in 
the observations) out of the 6 implicit ones that were collected from the 
teachers. These two examples serve as a contrast with the example presented 
above in which culture (C2) was presented in an explicit way.  
      The following sample was obtained from Pre-Intermediate English; an 
English as a subject matter class guided by the teacher Victoria.   
7.2.2.1 - Pre-Intermediate English - Victoria 
     In the following discussion we will present a Power Point (PPT) presentation 
Victoria used in the class Pre-intermediate English. The PPT contained 18 
images (in the PPT all the images were randomly placed) that according to the 
analysis 2 are related to the C2, 6 to the C1, 3 to other C‟s, and 7 could make 
part of any C. In this regard, the analysis of the images will be done in the 
following way. In first stanza the images related to the C2 will be grouped. Then, 
the images in relation to the C1 will conform second group. The discussion of 
the images is only related to the C1 and C2 since the features of these two 
cultures are the concern of the current research.  
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     As we will see in the following excerpts of the observation taken at the 
beginning (the introductory words) of the presentation of the images of the C1 
and C2 the in the PPT, the aim was to present to the learners a collection of 
images to practice the use of adjectives. For such activity with the PPT there 
were spent 30 aprox. Out of the 2 hours the class lasts.  
La profesora alista la PC para mostrar unas diapositivas sobre unas imagenes que los 
estudiantes tendrán que describir, ella dice: “…you describe it..”. 
4:05 la presentación preparada por la profesora comienza, ella dice: “…adjectives, 
describe what you see…you use adjectives to describe what you see… you use 
adjectives to describe things, people,places…things, palces…things”. En este momento 
los Ss se rien pues la profesora repite a proposito la palabra things. (cuando ella decía 
la palabra things se sonreía). Durante las risas algunos estudiantes repetían “things”. A 
continuación la profesora pasa a colocar las primeras imágenes, ella dice: “…the first 
ones” 
Translation: 
The teacher prepares the PC in order to show some slides about certain images the 
students will have to describe, she says: “…you describe it…”  
4:05 the presentation that the teacher brought starts, she says: “…adjectives, describe 
what you see…you use adjectives to describe what you see… you use adjectives to 
describe things, people,places…things, palces…things”. In this moment the Ss laugh 
because the teacher repeats intentionally the word things. (When she uttered the word 
things she smiled). While there was laughter some students were repeating “things”. 
Thereafter, the teacher begins to display the first images, she says: “…the first ones”  
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     As we can see at the beginning of the class the teacher is preparing the 
devices for presenting the learners the PPT. Then, she tells the learners that 
they have to describe what is on the PPT presentation. Victoria clarifies the 
learners that they have to use adjectives to describe things, people, places, 
images, etc. Finally, the teacher presents the first images. In this regard, 
according to what is seen in the observation it is evidenced that culture was not 
made explicit by the teacher.  
     To continue, in order to complete the analysis of the images we will show the 
pictures of the C1 and C2 with the corresponding explanation of what is 
contained on them. Then, it will be discussed if they are updated in terms of 
culture, if with such pictures there was conducted a contrastive analysis, and 
thus given the space for thirdness. 
      
 
Group 1 (C2) 
 
 
                 Image # 1                                                        Image #2 
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     On the image number 1 it is shown a famous character from the American 
movie “Austin Powers”. The character is better known as “Mini Me”. “Austin 
Powers” is a collection of three movies in which there is presented a parody of 
the Agent 007. Out of the three editions of Austin Powers, there are official plans 
for a fourth movie. Besides, Austin Powers makes part of what is called “Cult 
Movies/Films”. Such movies are characterized for not following the standards in 
mainstream cinema, and for becoming classics of all times 
     To continue, on the right image we can see a sex symbol in the United States 
during the 90‟s. The woman on the picture is Pamela Anderson. She is actress 
and model. She appeared in the men‟s magazine Play Boy and the T.V. series 
Baywatch.  
 Group 2 (C1) - (Two images are displayed out from the six of this group) 
 
                Image #1 
 
                    Image # 2 
 
     Here we have 2 images related to the C2 from the collection of 6 in the group 
2 (C2). The first photo shows a comic character form the T.V. his artistic name is 
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“Mandibula”. This character is well known by old and young people. He appears 
in a T.V. show named “Sabados Felices”. This show has been on the air for 39 
years. To continue, in the second image we can see the most famous 
Colombian female singer “Shakira”. She sings Pop music in Spanish and in 
English.  
     Dealing with the items presented on the two groups, we find them totally 
updated. Needless to say, as Paricio (2004) states, if the material is updated the 
space for the development of a cultural dimension in the classroom is given. In 
other words, if the information contained in the materials is representative (that 
is to say updated), the students will be exposed to information that is relevant for 
them. Hence, since the learners are familiar with the cultural input, all what is 
related to it is of worth for the development of students‟ linguistic, sociolinguistic, 
and pragmatic competences. As an example of the previous discussion we have 
Pamela Anderson who represents the standard of how a sexy icon in North 
America is. Hence, her image can be used at any moment in a lesson. In this 
sense, in relation to the C1 we conclude that since “Mandibula” and “Shakira” 
currently make part of the popular media life in Colombia, they are still 
influencing the C1. 
     Before continuing, it must be clarified that if a cultural item does not exist in 
current times it does not mean that it is not updated. It is updated if it has still 
influence in the culture.  
     In the sense of the contrastive analysis between the C1 and the C2, it was 
seen that despite the fact that there were images related to both cultures there 
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was no such contrast. Thus, the chance to reach a third space leading to the 
development of intercultural awareness is lost. To finish, all the images 
presented in the PPT were nothing but material manifestations of culture 
(Saville-Troike (1975).  
Interview 
     For completing the discussion of the teaching tools presented by Victoria it is 
the time to observe Carsten‟s (A student from pre-intermediate English) answer. 
The questions is: what is your (students‟ opinion) opinion about the materials 
that the teacher used in the sessions? Was it good or bad according to your 
opinion? The letter J identifies the interviewer, and the letter C (Carsten) 
indentifies the interviewee. 
J: listo, bueno, entonces de acuerdo a lo que usted hablaba en la clase, le gustó el 
material que la profesora presentó o no.  
C: si, realmente el material era muy bueno, me pareció muy dinámico, me parece pues 
que no era pues algo improvisado, sino, pues… yo lo supe aprovechar muy bien, 
realmente lo que aprendí en pre-int…  el material que me dieron en pre-intermedio 
estaba la información necesaria, y hasta ahora pues ya me siento capaz de hacer 
cualquier actividad de pre-intermedio.  
 
Translation: 
 
J: ok, well, so, according to what you have discussed about the class, did you like the 
material the the teacher presented?  
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C: yes, actually the material was really good, it seemed to me very dynamic, I think that 
it was not improvised, but instead … I took advantage of it. What I learnt in Pre-int… the 
material that I was given in Pre-Intermediate included the information enough. Even I 
feel myself able to solve any activity of Pre-Intermediate.   
     In Carsten‟s answer we see that he is giving value to the teaching tools since 
he states that the material was dynamic, and that he took advantage of it. What 
we see here is that Carsten was motivated during the classes. In the answer it 
can also be evidenced that the student pays attention to the way the teacher 
elaborate the material. When Carsten states that the teaching tools do not seem 
to be improvised here it is proved the importance of elaborating or looking for 
materials which are engaging and well structured. An example of this is what 
Victoria did in the PPT.  
 
7.2.2.2 - Basic English – Hans 
     To continue with the examples it is interesting to present a sample taken from 
another English as a subject matter course. In this case the course is      Basic 
English. In three of the four observations Hans used the book “New Headway 
Elementary (Third Edition)”. In this sample we will find the example of a page of 
the textbook that served the teacher to work with the students in answering 
questions. 
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Image taken from the textbook New Headway (Third Edition) 
 
     4:39 T dice en voz alta: “Brad Pitt is a very popular character”. Z responde a las 
preguntas sobre Brad Pitt con entusiasmo, pues su tono de voz es fuerte y su concentración 
en esta parte de la clase es notoria. Al continuar otras respuestas relacionadas con otras 
cosas Z baja su tono de voz y responde con malagana. Z suspira de forma notoria, luego se 
dedica a hablar con su compañero de al lado.     
 
Translation: 
 
     4:39 with loud voice T says: “Brad Pitt is a very popular character”. Enthusiastically Z 
answers to the questions about Brad Pitt. This is evidenced in her tune of voice which is 
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strong and her notorious engagement in this part of the lesson. Then, when it is the time to 
answer questions related to other things, Z answers with a low tune of voice, sighs, and then 
starts chatting with a partner near her.  
     In the activity presented above Hans is asking the students the questions that 
are written on page 77 of the textbook. In one part of the activity Hans sates that 
the actor Brad Pitt is a very popular character. In this regard the student that 
was observed reacts enthusiastically to that statement and the questions related 
to him. Then, when the teacher continues with questions that are not related to 
Brad Pitt the student reacts not that enthusiastically. 
     Now, going to the analysis we find that the concepts Appleton, The Ritz, Brad 
Pitt, and New York are nothing but material manifestations of culture. As we can 
see, the names are referring to a Village, a hotel, an actor, and a metropolis 
respectively. And as Saville-Troike (1975) states, the observable manifestations 
of culture are paintings, constructions, monuments, behavior, literature, customs 
etc. To continue, as the actor (Brad Pitt) is still on vogue, and the places do 
exist, those four features in the exercise are updated. Beyond that, as it is seen, 
the very book the teacher is using and the elements contained in it are material 
manifestations of culture. In the case of a contrastive analysis it is found that the 
material per se is neither allowing any space for a contrastive analysis nor the 
development of a third space. This is due to the lack of emphasis on the cultural 
components in it. In fact, Hans did not conduct any discussion to enrich the 
cultural information presented in the book.  
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     Out of the names in the exercise (Appleton, The Ritz, Brad Pitt, New York) 
there is nothing there in terms of culture. In fact, what at first sight is observed is 
that this very material aims to conduct practice in the linguistic aspect of learning 
a second language. As it is seen the names stated before and the “generic” 
characters (Mr. Smith and Anna) are intermingled in the exercise. Thus, it is 
revealed there is nothing beyond on this task than just answering rotten 
questions. Thus, knowing or not knowing what those elements (Appleton, The 
Ritz, Brad Pitt, and New York) are does not affect the process of solving the 
exercise.  
Interview 
     In the last part of the analysis of some of the materials presented by Hans 
during the observations of the course Basic English we will listen to the voice of 
the student that was observed in the classes.  
     In this case the letter J serves to indentify the interviewer, and the letter Z 
(Zaphira) to label the interviewee. 
     J: bueno, de acuerdo a eso, a lo que dijiste anteriormente, te gustó el material 
presentado por el profesor? 
     Z: si, bastante, me gustó mucho el material, el contenido de la clase como manejó la 
clase y en los medios de los que se basó para dar… enseñarlo, porque no fue un 
aprendizaje lineal de solo dictar y hacer ejercicios, sino que trabajó mucho la parte visual, 
incentivó mucho a que habláramos en clase para quitarnos ese miedo y para practicar mas, 
y afianzar los conocimientos que teníamos… y el material auditivo también, ayudó bastante 
la metodología y el material que utilizó. 
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Translation: 
 
J: well, according to that, what you told before, did you like the material presented by the 
teacher? 
     Z: yes, very much, I liked very much the material, the content of the class, the way he 
managed the class, and the means he used to give… to teach.  It was not a monotonous 
way of learning of just doing exercises. Instead there was much work on the visual, the 
teacher motivated us to talk (English) in class in order to become confident and have more 
practice for reinforcing the knowledge we have (in the use of the language) … and the 
additive material too, the methodology and the material was of help. 
 
     To begin with, when the student is referring to the mediums (materials) 
Hans used she states that she liked them. In addition, she says that the teacher 
explored too much the visual part. If we are doing a proper interpretation of what 
she is telling us, we could say that she is not only referring to the images the 
teacher made them “read” like in the case of the exercise “food around the world 
“. Finally, Zaphira emphasizes that in her opinion the methodology and the 
materials presented by the teacher were helpful. It has to be highlighted that this 
student was the one that had the positive reaction when for a moment Brad Pitt 
was named in one of the exercises during a lesson.  
     What Zaphira‟s answer evidences is that there is a parallel between what has 
been discussed about the materials and what she is telling us. Despite the fact 
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that some materials are depleted in terms of cultural content or emphasis on 
what it is presenting, it is still having its worth.  
     Finally, the question arises in the sense of what the student says in relation 
to how helpful the material was. Was she just talking about the linguistic 
perspective of learning a language? (CEFR, 2001), was she aware of the 
cultural implications of learning a language and thus the cultural content in the 
materials? Just one certain answer here is given. That answer is that apparently 
the material was engaging (that is the central analysis of the learner‟s answer) 
for the learner, or at least was tolerated, but beyond that we only can interpret 
what she is telling us.    
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8. PEDAGOGICAL IMPLICATIONS 
 
     The pedagogical implications on this project were written at the same pace of 
the findings and the discussion. That is to say that according to what the findings 
and discussion were displaying the implications were written. In this regard, 
seven headings were produced. Those headings altogether provide a series of 
clues for presenting the cultural component in a more proper way in EFL/ESL 
scenarios. The seven headings are: How to proceed before the lessons, What 
aspects of C1 y C2 to include in the lessons, Procedure during the lessons, 
Make culture explicit in a lesson through an activity, Conducting contrastive 
analyses, Casual cultural issues, Change the approach of content based 
subjects.     
     How to proceed before the lessons – Before any class in which it is 
planned to work on cultural issues it is suggested the designing in advance of 
cultural related activities. That is to say spending the necessary amount of time 
for both designing the proper activities and looking for the proper material for 
developing in the students their language skills and intercultural intuitions. For 
instance, for a planned lesson related to food, the teacher could make the 
learners read (in English) written or on-line material related to the theme of 
typical food in the different regions of the country the learners come from. And, 
since the learners are just in a basic stage of learning the L2, beforehand the 
teacher could provide the students with the vocabulary that could present certain 
difficulty. Besides, the students should be also provided with learning strategies 
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in order to facilitate the learning process. For instance, the students should be 
told that there are certain cultural elements in the C1 that do not exist in the C2, 
and the other way around. All of this aims to raise awareness of the inevitable 
connection between language and society (that is to say context).  
     In a few words, the teachers have to develop capabilities in designing 
classes in which culture has its place explicitly.  
 
     What aspects of C1 y C2 to include in the lessons - As an example of the 
elements to include of both cultures in the lessons Brooks (1975) lists a series of 
elements to be included. Such elements are learner‟s own life style, uniqueness, 
common sense, religion, and family values that contrast those of the target 
culture. 
     Procedure during the lessons - In this regard, it is recommended to the 
different facilitators to be aware and make the students aware of the features of 
the C2 that take place during the lessons. For instance, at the beginning, during, 
and at the end of the term throughout the lessons the learners could be 
explained the cultural implications of studying a new language; such implications 
cover the aspects related to the linguistic, pragmatic, and sociolinguistic 
competencies.  
     In this sense, we do not intend to say that in every class there has to be a 
deep analysis of every single cultural issue that comes up. The idea is that if 
something (in terms of culture) arises during a lesson, it would be interesting to 
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make a stop and go a bit further in the treatment of such elements like for 
example the characteristics that give identity to the people of a given region. 
In this regard we suggest that in the lessons, before going to any example 
(related to any content of sociolinguistics), to carry on a brief introduction to the 
cultural manifestations on it.  
     Make culture explicit in a lesson through an activity - An example for 
making the C1 and C2 explicit is having the students participate in a role play in 
which they utilize social expressions and culturally related issues according to a 
given situation either in the C1 or C2. This targets to exemplify how according to 
the context (culturally related) communication is successfully achieved. 
     Conducting contrastive analyses – Connecting the activity presented 
above with the procedure of contrasting the cultural elements of the C1 and C2, 
we find that the outcome of such as activity is the possible recognition of the 
differences in thinking, proceeding, or acting from one culture to the other. This 
would mean also the break of stereotypes that possibly students have in relation 
to the thematic of the class. And beyond that, this would mean that according to 
the perspectives of each culture the learners will be endowed with a broader 
perspective of the topic.  
     Casual cultural issues - For solving the problematic of not giving more 
emphasis to the cultural features that unexpectedly arise during the sessions 
We recommend to deserve a certain amount of time (20-30 min) at the end of 
the class to explain or discuss with the students those “casual” cultural features 
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that are out of the lesson plan. For doing so, the teacher could assign a section 
of the white board to make a list of the “casual” cultural elements. If it is the case 
that there is no time enough for the discussion of such elements the students 
and the teacher (if it is the case) could research on internet, or in other sources 
the meaning and use of those “casual” cultural features.   
 
     Change the approach of content based subjects – Finally, taking the 
discussion of the events of Anglophone civilization I we strongly believe that the 
existence of just this subject without a pair one related to the C1 is questionable. 
Nevertheless, if there were the case of just having available one subject (as it is 
the current case in the PEI program) it has deal with aspects of both the C1, and 
C2, at the same time and pace.  
     From our perspective, what the different observations are showing us is the 
urgent necessity of working with relevant cultural issues not only in classes in 
which English is the subject matter but also in content based classes like 
sociolinguistics or Anglophone civilization I. 
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9. RECOMMENDATIONS 
 
     First, it is recommended to design a series of workshops to train teachers in 
planning, preparing, and giving classes in which the cultural component is 
explicit. This is paramount since the findings of this paper have shown that in the 
classes the implicit inclusion of culture is still very weak.   
     Second, it would be of interest if the students had to participate in mandatory 
culture clubs in which there were discussions about movies, books, music, art, 
religion, politics, and history. It is suggested that these culture clubs be 
mandatory since experience has shown that learners do not take advantage of 
such clubs. To continue, if learners are not only exposed to the cultural material 
presented in Anglophone Civilization, but also to other material we expand the 
cultural exposure, and prepare the learners for cultural related classes. 
     Finally, it is also recommended to have a cultural day per year (hopefully 
each semester if possible) in which all the students of the PLI program have the 
chance to get in direct touch with native English speakers and their cultural 
manifestations. 
              
      
 
 
99 
 
10. FURTHER RESEARCH 
     According to what was observed on this paper a group of ideas for further 
research arise. In first place, it is recommended to research on the cultural 
component that is presented in the ESM courses and Content Based classes 
that were not observed. That is to say intermediate and advanced English, as 
well as advanced grammar, for the case of ESM. And English conversation I and 
II, Curriculum design, Professional development, and Practicum I and II, for the 
case of content based courses. That research can shed a wider view about the 
inclusion of culture on the whole PLI program. Hence, in the case of improving 
the cultural content of those curses a most concrete action can be taken. 
     Taking another perspective, and departing from the insights of this paper, 
another way to proceed is by carrying out an action-instructional research of two 
stages. The first stage, as an action research, would have the aim to research 
students‟ cultural background and their consumption of Anglophone culture. In 
the case of cultural background we refer to students environment (the place 
where they live, study, work, relax, etc). On the other hand we talk about 
consumption of Anglophone culture in relation to all material and non-material 
manifestations of culture that the students come in touch with.  Such a research 
could provide insights about the background of the learners in terms of what 
portrays their own culture and their knowledge of the Anglophone culture. Thus, 
such insights could help in the design of an instructional research (second 
stage) in which the data taken from the first stage serve as the basis in terms of 
culture for the application of the instructional research.  
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     The final aim of such two-staged research project is to have a deep look into 
both the way a lesson works and what the results (in terms of language 
development and use) in the students are, when the cultural component is 
presented explicitly.   
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11. DIFFICULTIES 
 
     For the realization of this project the most complicated issue to deal with was 
finding the theoretical foundation for discussions about the use of materials to 
present culture in the language classroom. It was even more complicated to find 
theory including the treatment of the C1 in foreign language scenarios. This is 
due to the fact that only in the last few years has attention been given to the use 
of materials for presenting culture. In addition, if it is the case of finding materials 
for presenting culture, in the majority of the cases materials are limited to only 
textbooks. Just in a very few cases the author goes beyond that and includes 
materials of all type, such as videos, recordings, printed texts, etc.  
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12. CONCLUSION 
 
     In sum, it was evidenced that culture is not absent from the scenarios that 
were observed. However, it was implicitly included and used as a channel to 
teach subject matters, linguistic features, or practice the language of study. The 
materials actually were embodied with cultural references that in most of the 
cases were not fully exploited. Hence, the teaching tools that probably could 
have served for introducing the learners to cultural features lost their potential. 
Thus, it can be seen from the previous discussion that in the PLI program at the 
UCT the development of sociolinguistic and pragmatic competences via cultural 
awareness is not taking place.  
     It can be seen that the current materials that teachers are using represents a 
point of departure for further research aimed at improving the current state of the 
art. Thus, there are many possibilities for proceeding, from taking advantage of 
the current research in order to improve what was observed, or to depart from 
the theoretical foundation of this work to develop new ideas and investigations 
related to the inclusion of culture in EFL scenarios. 
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